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NATIONAL COUNCIL
ON EDUCATION STANDARDS

AND TESTING

A LETTER. TO
CONGRESS, THE SECRETARY OF EDUCATION,

THE NATIONAL EDUCATION GOALS PANEL, AND THE
AMERICAN PEOPLE

As co-chairs of the National Council on
Education Standards and Testing, it is our
privilege to present Raising Standards For
American Education. We believe this report
is an important contribution in moving the
Nation toward the adoption of high national
education standards for ail students and a-
voluntary, linked system of assessments.

Through its deliberations, the Council
found that the absence of explicit national
standards keyed to world class levels of
performance severely hampers our ability to
monitor the Nation's progress toward the
National Education Goals. We presently
evaluate student and system performance
largely through measures that tell us hcw
many students are above or below average,
or that compare relative performance among
schools, districts, or states. Most
measurements cannot tell us whether
students are actually acquiring the skills
and knowledge they will need to prosper in
the future. They cannot tell us how good is
"good enough".

In the absence of well-defined and
demanding standards, education in the
United States has gravitated toward de
facto national minimum expectations, with
curricula focusing on low-level reading and
arithmetic skills and on small amounts of
factual material in other content areas.
Most current assessment methods reinforce
the emphasis on these low-level skills and
processing bits of information rather than
on problem solving and critical thinking.
The adoption of world-class standards would
force the Nation to confront today's
educational performance expectations that
are simply too low.
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Explicit and high performance standards
could provide an appropriate yardstick
against which students, parents, teachers,
and others could measure individual and
system progress toward the Goals. This
information would also help to better
direct the use of resources and time.
Explicit standards would provide a common
anchor for reforms in such areas as
assessment, curriculum, instruction, and
professional development, thereby promoting
systemic rather than piecemeal reform.

The United States enjoys a unique and
complex blend of state and local control of
education and national purposes for
education. We propose to build on this
system by setting in motion the appropriate
mechanisms that will result in local
commitment to high national expectations
for achievement for all students. We do not
propose a national curriculum. Standards
would provide the basic understandings that
all students need to acquire, but not
everything a student should learn.

Standards and assessments must be
accompanied by appropriate federal, state,
and local policies that seek to ensure high
quality resources, including instructional
materials and well-prepared teachers. The
considerable technical and political
challenges of going forward are detailed in
the Council's report. While fully cognizant
of these challenges, we urge the Nation and
its leaders to move boldly and decisively
toward implementation. We strongly endorse
national education standards and a
voluntary system of assessments as
appropriate focal points in ongoing
education reform.

Sincerely,

Carroll A. Campbell,

Governor of
South Carolina

Roy Romer

Governor of
Colorado

For sale by the U.S. Oovernment Printing Office
Superintendent of Docutnents. Mail Stop: SSOP, Washington, DC 20402-932H
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Executive Summary

The National Council on Education Standards and Testing was
created in response to interest in national standards and
assessments by the Nation's Governors, the Administration, and
Congress. In the authorizing legislation (Public Law 102-62),
Congress charged the Council to:

advise on the desirability and feasibility of national
standards and tests, and

recommend long-term policies, structures, and mechanisms
for setting voluntary education standards and planning an
appropriate system of tests.

The work of the Council follows and complements the
President's Education Summit with the Governors held in 1989.
This important collaborative effort led to thr3 adoption of six
National Education Goals designed to engage all Americans,
from young children to adults. The National Education Goals
Panel was created to report annually on progress toward the
Goals. In its first year, the Panel concluded that to meaningfully
measure prcgress on Goals L; and 4, consideration should be
given to creating national education standards that define what
students should know and be able to do and to identifying and

January 24, 1992 1



National Education Goals 3 and 4

G 3: Student Achievement and Citizenship
By the year 2000, American students will leave grades four,

eight, and twelve having demonstrated competency in
challenging subject matter including English, mathematics,
science, history and geography; and every school in America will
ensure that all student learn to use their minds well, so they
may be prepared for responsible citizenship, further learning,
and productive employment in our modern economy.

Goal 4: Science and Mathematics
By the year 2000, U.S. students will be first in the world in

science and mathematics achievement.

developing methods to assess students' success in meeting
them. The President similarly has called for the creation of
World Class Standards for students and high-quality tests on
which they can demonstrate achievement of these standards.

In carrying out its charge to examine a broad range of issues,
the Council met eight times between June and December, 1991.
Task forces were created and produced background papers that
informed the Council's discussions. In response to the
congressional call for broad public participation, the Council
solicited and received public comment from experts and
organizations representing a wide range of constituents and
interests. This report to Congress, the Secretary of Education,
the National Education Goals Panel, and the American people
provides recommendations reached after intense deliberation
and includes concerns that must be addressed as work
progresses on developing standards and assessments.

Desirability of High National Standards and a
System of Assessments

In the course of its research and discussions, the Council
concluded that high national standards tied to assessments are
desirable. In the absence of well-defined and demanding
standards, education in the United States has gravitated toward
de frwto national minimum expectations. Except for students
who are planning to attend selective four-year colleges, current

Raising Standards for American Nducation



education standards focus on low-level reading aid arithmetic
skills arid on small amounts of factual material in other content
areas. Consumers of education in this country have settled for
far less than they should and for far less than do their
counterparts in other developed nations.

High national standards tied to assessments can create high
expectations for all students and help to better target resources.
They are critical to the Nation in three primary ways: to promote
educational equity, to preserve democracy and enhance the civic
culture, arid to improve economic competitiveness. Further,
national education standards would help to provide an
increasingly diverse and mobile population with shared values
and knowledge.

The Council recommends standards for students and
standards for schools and school systems. Student standards
include specification of the content what students should
know and be able to do and the level of performance that
students are expected to attain how good is good enough.
The Council envisions that the national standards will include
substantive content together with complex problem-solving and
higher order thinking skills.

To ensure that students do not bear the sole burden of
attaining the standards and to encourage assurances that the
tools for success will be available at all schools, the Council also
recommends that states establish school delivery standards.
System performance standards should also be established.
School delivery and system performance standards would attest
to the provision of opportunities to learn and of appropriate
instructional conditions to enable all children to reach high
standards.

In endorsing the concept of national standards for all
students, the Council stipulates several characteristics these
standards should have:

Standards must reflect high expectations, not expectations
of minimal competency.

Standards must provide focus and direction, not become a
national curriculum.

Standards must be national, not federal.

Standards must be voluntary, not mandated by the federal
government.

Standards must be dynamic, not static.

Januar/I 24, 1992 3



The Council's intent in recommending the establishment of
national standards is to raise the ceiling for students who are
currently above average and to lift the floor for those who now
experience the least success in school, including those with
special needs. States should work toward reducing gaps in
students' opportunities to learn and in their performance, such
as those now'associated with race, income, gender, and
geographical location.

Having reached consensus that standards are desirable, the
Council then determined that it is not sufficient just to set
standards. Since tests tend to influence what is taught,
assessments should be developed that embody the new high
standards. The considerable resources and effort the Nation
expends on the current patchwork of tests should be redirected
toward the development of a new system of assessments.
Assessments should be state-of-the-art, building on the best
tests available and incorporating new methods. In order to
measure individual student progress and to monitor
achievement in attaining the National Education Goals, the new
system of assessments should have two components

individual student assessments, and

large-scale sample assessments, such as the National
Assessment of Educational Progress.

The key features of both components would be alignment
with high national standards and the capacity to produce useful,
comparable results. In addition, the system of assessments
should have a number of other features.

The system of assessments must consist of multiple
methods of measuring progress, not a single test.

The system of assessments must be voluntary, not
mandatory.

The system of assessments must be developmental, not
static.

As these features are put in place, technical and equity issues
need to be resolved, and the overriding importance of ensuring
fairness for all children needs to be addressed. Resolving issues
of validity, reliability, and fairness is critical to the success of the
new system.

The Council concludes that the United States, with
appropriate safeguards, should initiate the development, of a

4 Raising Standards for Ainerican Education
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voluntary system of assessments linked to high national
standards. These assessments should be created as
expeditiously as possible by a wide array of developers and be
made available for adoption by states and localities. The Council
finds that the assessments eventually could be used for such
high-stakes purposes for students as high school graduation,
college admission, continuing education, and certification for
employment. Assessments could also be used by states and
localities as the basis for system accountability.

In the Council's view, it is desirable that national content and
performance standards and assessments of the standards be
established. Do Mg so will constitute an essential next step to
help the country achieve the National Education Goals.
Moreover, developing standards and assessments at the national
level can contribute to educational renewal in several ways. This
effort has the potential to raise learning expectations at all levels
of education, better target human and fiscal resources for
educational improvement, and help meet the needs of an
increasingly mobile population. Finally, standards and
assessments linked to the standards can become the
cornerstone of the fundamental, systemic reform necessary to
improve schools.

Feasibility of Creating National Standards and a
System of Assessments

As a first step, the Council recommends that standards be
developed in the five core subject areas set out in the National
Education Goals English, mathematics, science, history, and
geography with other subjects to follow. The feasibility of
settirg national standards and their effectiveness in prompting
state and local reform and experimentation is demonstrated by
the work of several national professional organizations, a
number of states, and other countries. The experiences of the
National Council of Teachers of Mathematics (NCTM) and of
several states demonstrate that standards-setting is feasible it
is being done. Slowly but surely across the country, states and
local districts are responding to the NCTM standards by
changing the curriculum and style of teaching to reflect the
challenging new standards. The Council recommends national
support for such efforts and encourages the work by
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professional organizations, states, and localities in articulating
standards, curriculum frameworks, and instructional guidelines.

To make national standards meaningful, it is important that
the Nation be able to measure progress toward them. New forms
of assessments tests worth teaching to are envisioned. A
system of student assessments linked to world-class standards
would provide information that could be used to:

exemplify for students, parents, and teachers the kinds and
levels of achievement expected;

improve classroom instruction and learning outcomes for all
students;

inform students, parents, and teachers about student
progress;

measure and hold students, schools, school districts, states,
and the Nation accountable for educational performance;
and

assist education policymakers with programmatic decisions.

It is unlikely that all of these purposes could be accomplished
with the same assessment. Requirements for validity, reliability,
and fairness necessitate on-going, independent reviews of the
assessments and their uses. Further, particularly for children
who have historically experienced less success in schools, such
as the poor, ethnic minorities, and students with disabilities,
schools should ensure the opportunity to learn as a critical
condition for valid and fair use of assessment results.

Some existing assessments may be retained, while others will
need to be replaced to avoid adding to the current patchwork.
Promising efforts are under way nationally, as well as by states,
localities, research institutions, and test publishers using new
assessment methods to measure student progress against more
demanding curriculum content. Investing in a national system of
assessments could lead to more effective and economical use of
available resources since it would provide direction and focus to
reform efforts. The Council urges support for necessary
research and development so that the critical need for assessing
students against the yardstick of national, world-class standards
can be met.

The Council notes that if they are to be useful, comparable
results should be available to all key levels, including individual
students and their parents, schools, districts, states, and the
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Nation. Assessment outcomes tied to the stande-ds should be
widely distributed and communicated in a form that is readily
comprehensible to students, parents, policymakers, and the
public. States and localities should report results in the context
of relevant information on the conditions of learning and
students' opportunities to learn.

Developing and Implementing National Standards
and a System of Assessments

To ensure that development of national standards and a
voluntary system of assessments is done effectively, a
coordinating structure needs to be agreed upon and put into
place. This stracture should benefit from and not duplicate work
already being done by existing entities. The Council
recommends that a reconfigured National Education Goals
Panel and a newly created National Education Standards and
Assessments Council work jointly to certify content and student
performance standards and criteria for assessments as world
class. The Council fnrther recommends that to ensure strong
public accountability in this work the Panel would appoint
members of the National Education Standards and Assessments
Councu, which would have the responsibility to coordinate this
national effort.

High national standards and a system of assessments, while
critically important, are not panaceas for the Nation's
educational problems. Other required elements of reform
include state curriculum frameworks tied to the standards,
professional development opportunities for teaching to the
standards, new roles and responsibilities for educators,
technology that enhances instructional opportunities, assistance
to families and communities in need, incentives to inspire better
efforts by students and educators, early intervention where
problems are identified, and the reduction of health and social
barriers to learning.

Conclusion

The country is engaged in a national debate on what students
should know and be able to do and on how to measure
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achievement toward those ends. This debate is part of a
fundamental shift of perspective among educaton
policymakers, and the public from examining inp.. ,0 and
elements of the educational process to examining outcomes and
results. The Council initially discussed standards and
assessments as a way to help measure progress toward the
National Education Goals but came to see the movement toward
high standards as a means to help achieve the Goals.

While mindful of the technical and political challeng.s, the
Council concludes that national standards and a system of
assessments are desirable and feasible mechanisms for raising
expectations, revitalizing instruction, and rejuvenating
educational reform efforts for all American schools and
students. Thus, the National Council on Education Standards
and Testing endorses the adoption of high national `..andards
and the development of a system of assessments to measure
progress toward those standards.

8 Raising Standards for American Education
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Part One

Are National Standards
and a System of
Assessments Desirable?

The Council fmds that setting national standards arid
developing a system of assessments measuring progress toward
the standards are desirable. The Council discussed national
standards and a system of assessments as a means of tracking
progress toward the National Education Goals. Standards and
assessments are important tools to help the Nation achieve the
Goals by raising expectations and providing information so that
available resources can be better targeted. In addition, national
standards and a system of assessments tied to them can play key
roles in addressing three national priorities. First, they can help
us extend the opportunity for a high quality education to all
Americans. Second, they can strengthen democratic institutions
and values while enabling all citizens to participate more
effectively in the political process. Third, they can enhance
economic competitiveness by improving the Nation's human
capital the abilities and skills of the country's workers and
entrepreneurs.

January .24, 199.2 9



The Need for National Standards and a System of
Assessments

Equitable Educational Opportunity for All Americans

High national education standards and a system of assessments
to measure their attainment can play a vital role in raising
expectations, especially for youngsters from groups that have
historically experienced less academic success. While the
Council recognizes that new standards and assessments alone
are not a complete education reform strategy, world-class
standards and quality assessments can be powerful catalysts for
implementing the systemic change necessary to bring all
students, leaving no one beWnd, to high performance standards.
The Council has concluded that standards and assessments have
the potential to boost the performance of students who are
currently above average as well as those who are now the least
successful. By emphasizing their applicability to all students,
standards and assessments will help assure that adequate
resources are available and appropriately targeted to helping all
students attain the standards.

To achieve this ambitious purpose, there are three important
considerations. First, poor initial performance should not be
used to divert students into less demanding courses with lower
expectations but rather must lead to improved instruction and
redoubled effort. Second, policymakers should seek to ensure
that schools provide all their students with opportunities to
master the demanding new material in the standards in an
atmosphere where achievement is prized. Third, students with
disabilities or of limited English proficiency should be provided
opportunities to learn and to demonstrate their mastery of
material under circumstances that take into account their
special needs.

Enhancing the CMc Culture

High-quality national standards and a system of assessments
have the potential of helping all students acquire the necessary
knowledge, skills, and shared values to deepen and renew our
civic culture and of enabling all citizens to participate more
effectively in the political processes of democracy. In recent
decades, the population has grown increasingly diverse. The
Council carefully considered the concerns that standards and
assessments might have the effect of homogenizing the culture.

10 Raising Standards for American Education



It is the Council's intent that the standards reflect and be
enriched by the Nation's pluralistic heritage as well as its shared
democratic values and institutions.

Two important considerations have helPed shape a number of
the Council's recommendations. First, the Council decided that
the standards should not be used as a national curriculum.
Rather, they should serve as a basic core of important
understandings that all students need to acquire, but certainly
not everything that a student should learn. States and local
jurisdictions need to retain the capacity to include a substantial
amount of additional material reflecting their particular interests
and emphases. Second, the system of assessments the Council is
recommending is not a single national test. Instead, states,
individually or collectively, will be encouraged to develop or
acquire their own instruments to assess progress toward the
national standards. In these important ways, the Nation's legal
and historical traditions of state and local control of education
are preserved while still developing common ground on key
aspects of education that are vital for all Americans.

The United States has historically demonstrated a remarkable
ability to bind together a wide variety of groups into one nation.
A common understanding of the knowledge and skills future
generations of citizens should possess has the potential to serve
as a powerful force for national unity, social vitality, and cultural
vibrancy.

Economic CompetitivenLss

High standards for student attainment are critical to enhancing
America's economic competitiveness. The quality of human
capital, the knowledge and skills of labor and management,
helps determine a nation's ability to compete in the world
marketplace. International comparisons, however, consistently
show that the academic performance of American students is
below that of students in many other developed countries. The
relative deficiency in America's human capital contributes to the
inability of many firms in the United States to compete
internationally. Low skill levels may also be impeding American
business from shifting to newer, more efficient methods of
production that require greater responsibility and skill on the
part of front-line workers. These deficiencies likely affect the
standard of living of all Americans, but the effects are felt most
keenly by those who do not have adequate sldlls. The Council

January 24, 1992 11



thus concludes that world-class standards for student
performance and a way of assessing progress toward them can
be part of education's contribution to addressing the Nation's
deficit in human capital and increasing competitiveness in the
global marketplace.

The Council finds, as do many in the business community, that
standards set in specific academic subject areas should include
the type of useful workplace skills described in the U.S.
Department of Labor's SCANS (Secretary's Commission on
Achieving Necessary Skills) report. In addition to the academic
knowledge identified in the SCANS report, skills and personal
qualities, such as acquiring and evaluating data, working in
teams, monitoring and correcting performance, self-
management, solving problems, and knowing how to learn are
important for success at work. To the extent possible, these
types of skills can and should be integrated into the national
standards and assessments. Together with high-quality technical
training and the broad knowledge provided by a solid academic
education, such skills can go a long way toward creating the
literate and competent workforce necessary for a productive
economy.

National Standards and ei System of Assessments

The Council has come to the conclusion that developing high
national standards and a system of assessments measuring the
degree to which they are attained has the potential to provide
families, educators, and policymakers with the information
necessary to make wise educational decisions.

hi the absence of demanding content and performance
standards, the United States has gravitated toward having a de
facto minimal skills curriculum. The many state minimum
competency tests, the lower level skills orientation of most
textbooks, and state and local policies that do not adequately
promote quality are examples of this minimal approach. The

Council finds that what has been demanded is insufficient in that
it covers far too little of the knowledge and skills students need

to succeed in the modern workplace and to participate in the
democratic process. Such low expectations shortchange
students and ill-serve the country. Yet as long as today's low

standards remain in plare, the performance of the majority of

12 Raising Standards for American Education
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California Overarching
Statement on Mathematics

Mathematical power, which involves the ability to discern
mathematical relationships, reason logically, and use
mathematical techniques effectively, must be the central
concern of mathematics education and must be the context in
which skills are developed.

Excerpted from: California Mathematics Framework,
CalVornia State Department of Education. (1992).

students is tmlikely to improve substantially.
Standards developed at the national and state levels should

have a number of specific components:

An overarching statement for each subject area to provide
a guiding vision of its content and purpose;

Content standards that describe the knowledge, skills, and
other understandings that schools should teach in order for
students to attain high levels of competency in challenging
subject matter;

Student performance standards that define various levels
of competerce in the challengutg subject matter set out. in
the content standards;

School delivery standards developed by the states
collectively from which each state could sel ,!et the criteria
that it finds useful for the purpose of assessing a school's
capacity and performance; and

System poformance standards that provide evidence
about the success of schools, local school systems, states,
and the Nation in bringing alt students, leaving no one
behind, to high performance standards.

The Council concludes that national standards should have
the following characteristics:

High expectations not expectations ofminimal
competency. The Council noted that educational
expectations are currently too low and that, as a result, too
many American students perform accordingly. Setting

Ja 11 a ry 4, / 99.2
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NCTM Standard 5: Algebra

Ingrades 9-12, the mathematics curriculum should include the
continued study of algebraic concepts and methods so that all
students can-

represent situations that involve variable quantities with
expressions, equations, inequalities and matrices;
use tables and graphs as tools to interpret expressions,
equations and inequalities;
operate on expressions and matrices, and solve equations and
inequalities;
appreciate the power of mathematical abstraction and
symbolism;

and so that, in addition, college-intending students can-

use matrices to solve linear systems;
demonstrate technical facility with algebraic transformations,
including techniques based on theory of equations.

Excerptedfrom: Curriculum and Evaluation Standards for
School Mathematics, National Council of Teachers of
Mathematics. ( 1985).

world-class standards will pueposefully address this
deficiency. Students, regardless of background, will be
challenged to meet these high standards.

Focus and direction not a national curriculum.
Standards set would be neither exhaustive nor all inclusive.
They should be viewed as a common core that would be
enhanced through considerable state and local flexibility.
Within the bread framework of the standards, schools and
teachers would have the discretion to develop their own
detailed curricula, determine subject sequencing, choose
materials, select pedagogy, and add content reflecting local
and state interests and diversity.

Nati onal not federal. The standards, arrived at through
consensus, will be national in character and applicability. It
would be inappropriate for the federal government to create
or mandate the new standards. Standards-setting must
involve the widest possible participation in the process from

individuals and groups at the national, state, and local levels,

14 Raising Standards for American Edacation
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as Congress has noted in the legislation establishing this
Council.

Voluntary not mandatory. Adopting the national
standards will be voluntary. The Council anticipates that
high-quality standards, developed thrcugh a broad and open
process, will be widely used.

Dynamic not static. While care should be taken to
develop quality standards from the outset, the process will
be ongoing, entailing improvement and refinement over time
in order to remain world-class. It is imperative that
standards keep pace with the development of knowledge in
the subject fields.

To make standards meaningful, the Council has determined
that a system of assessing students' success in attaining them is
desirable. A national system of assessments should be created
that contains two components: student assessments that can
provide results for individual students; and large-scale sample
assessments, such as the National Assessment of Educational
Progress (NAEP). The key features of both components would
be alignment with national content and performance standards
and the capacity to produce useful, comparable results that are
available to all key levels, including students and their parents,
schools, districts, states, and the Nation. To assist in developing
informed judgments on performance, states and localities
should report results in the content of information such as
opportunity to learn and relevant conditions of learning.

A national system of assessments should also have the
following features

Multiple assessments not a single test. It will be up to
states, individually or in groups, to adopt assessments linked
to the national standards. States can design the assessments
or they may acquire them.

Voluntary not mandatory. State participation in the
national system of assessments will be voluntary. The
federal government will not require that states adopt any
particular tests.

Developmental not static. The system should be
developmental. It should change and evolve over time,
maintaining alignment with the national content and
performance standards and incorporating improved
assessment techniques as these are developed.
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Assessments must address important technical issues of
reliability, validity, and fairness. Professional standards exigt for
resolving many of these issues. Particular attention must be paid
to the reliability, validity, and fairness of assessment instruments
and testing conditions when high stakes for students or
educators are attached to test results.

The Role of National Standards and a System of
Assessments in Education Reform

A national initiative to develop world-class standards and a

system of high-quality assessments that measure progress
toward them is vital, for reforming American education, for the

following reasons.
American education would be well served by an organized

attempt to provide direction on a nationwide basis and to

determine some of the important skills and knowledge that all

students should master at key stages in their education, without

trying to specify a national curriculum. Articulating standards
and developing assessments that provide educators and
students with targets toward which to marshal their efforts can
contribute to more efficient use of available resources.
Educators place different emphases on what students should

lerri at various points in their schooling. In an increasingly
mobile society, many students attend a number of different

schools over the course of their education, often in different
communities or states. Frequently, teachers do not know what

they can reasonably expect students to have learned beiore
entering their classrooms and cannot be sure what will be taught

afterward. The Council concludes that these educational
problems are national in scope and would be addressed best

through a nationally coordinated effort. While respecting local

and regional diversity, such an effort could take advantage of the

useful work already under way in many states and localities,

sharing lessons and avoiding unnecessary duplication.

New standards and assessments that provide information

useful to improving instruction and student learning would likely

be perceived as valuable tools by many teachers. In the absence

of national standards, the results from current standardized
assessments are sometimes more a source of confusion than a

tool for improving instruction. Teachers sometimes feel
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pressured by the consequences attached to test results to
narrow instruction and focus on the minimal skills measured by
some current tests. Many of these tests are not designed to
guide instruction. The Council notes that recent assessments
have explored alternative ways of measuring what students are
to learn, and new efforts should build on the important work
now under way.

More accurate and dependable sources of information on
progress toward achieving the National Education Goals would
be an important incentive to change education. The Council
recommends that reliable and comparable data on the
performance of students against meaningful standards be
available to five important levels in education: individual
students and their parents, schools, districts, states, and the
Nation. Families want and need comprehensible information on
students' progress toward high standards. To exercise informed
judgment, educators and policyrnakers similarly need reliable
data on student progress in meeting high-quality standards as
well as information on other outcomes. The Council concludes
that a national effort to set standards and coordinate the
development of a system of assessments could provide data that
are both high quality and comparable.

The Council further finds a need to shift the basis of
educational accountability away from measures of inputs and
processes to evidence of progress toward desired outcomes.
Given the substantial outlay of public funds on elementary and
secondary education in the United States, elected officials and
policyrnakers have understandably been concerned with
ensuring that taxpayers' dollars are well spent. Unfortunately,
the lack of high standards and quality assessments that measure
progress toward them has in the past resulted in accountability
being tied primarily to compliance with rules and regulations or
to data from assessments measuring only minimal skills. The
Council believes that accountability needs to be refocused
toward performance. Thus is especially true where
consequences for students or educators are attached to
performance on these measures.

The Council finds that a nationally coordinated initiative
would result in high-quality out come measures that can be used
for accountability. A national effort would address squarely the
necessary technical issues of developing assessments that are
valid, reliable, and fair. Unpfecedented national attention by
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testing experts, educators, policymakers, and the public
could be focused on the system of assessments and use of the
results for accountability.

Standards and assessments can serve as catalysts for raising
expectations. In many states and localities, the minimum
competency skills standards put in place in the 1970s and early
1980s resulted in changes that have helped many youngste:s
attain at least these low-level skills. The work of the National
Council of Teachers of Mathematics to create content standards
in mathematics has already influenced the development of stqe
curriculum frameworks and assessments. The College Board
Advanced Placement program's course guides and examinations
are widely recognized as valuable and useful tools that have
helped to provide quality instruction to millions of students
across the country. In California, curriculum and assessment
reforms are the cornerstone of a strategic education plan that
includes changing professional development, instructional
methods, textbooks, technology, and other classroom materials.

Setting standards and developing quality assessments of
progress toward them should be a national effort. An
increasingly global economy requires that national standards be
set at world-class levels. Such an unprecedented initiative in this
country must find its way through uncharted waters relating to
difficult technical and policy issues. Undertaking this effort at
the national rather than state or local levels can help to achieve
cost-effectiveness and marshal the talent and scarce public
resources needed to deal adequately with these issues.

The Council finds a quality system of national standards and
assessments embodying the important qualities discussed in this
section to be highly desirable. Given that education serves
impor:ant national purposes, including equitable opportunity for
all Americans, enhancing the Nation's civic culture, and
improving the economic competitiveness of the United States,
and because many of the difficulties of developing high-quality
standards and assessments can be addressed best at the national
level, the Council recommends a coordinated national effort that
respects local prerogatives and diversity in educating students
to world-class levels. Such an effort is the necessary next step in
achieving the ambitious National Education Goals and has the
potential to spur a nationwide process of educational renewal.
Rather than threaten local autonomy, standards and
assessments can support efforts to improve the quality of
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education. Standards and a national system of assessments
would provide those designing state curriculum and testing
systems with a valuable resource developed through a national
consensus process. They further provide a focus on improving
student performance and could lead to more effective and
efficient allocation of resources at the local, state, and national
levels.
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Part Two

Is it Feasible to Develop
National Standards and
a System of
Assessments?

The Council filids it feasible as well as desirable to create
national education standards and a system of assessments
linked to the standards. Precedents set by states, localities,
professional organizations, and other groups demonstrate that
this undertaking is feasible.

Setting Standards in Subject Areas

The process of setting standards is at various levels of
development in the five subjects emphasized in the National
Education Goals and should be expanded into other subjects,
such as citizenship education, foreign languages, and the Asual
and performing arts. Attention should also be given to
developing standards for the application of knowledge to
complicated, real world problems that demand integrating
student knowledge from several disciplines. The Council
recommends that standards be developed through a broad-
based process that involves educators, including scholars in
each field. Teachers should play a key role in this process. So,
too, should representatives of bushiess and the public. The
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English in Maine's Common
Core of Learning

Students with a common core of knowledge...

Are familiar with contemporary and enduring works of
American literature and have a sense of how important themes
of American experience have developed through time
Are familiar with works of diverse literary traditions works
by women and men of many racial, ethnic, and cultural groups
in different times and parts of the world, including
Shakespeare, the Bible as literature, arid classical mythology
Communicate clearly orally, in writing, and with graphics

Have a strong command of standard oral and written
language conventions

- Demonstrate basic proofreading and editing skills
- Use handbooks and reference books to locate language

terminology and rules

Excerpted from: Maine's Common Core of Learning: An
Investment in Maine's Future.

standards-setting process should be informed by work in other
industrialized countries in order to ensure that the ilew
standards are world class.

The plocess envisioned is a dynamic one with standard3
updated to meet changes in scholarship and to remain world
class. Work that is under way demonstrates empirically that
standards-setting is feasible and that the process itself may
contribute to educational renewal. The National Assessment
Governing Board's process for deve1opi71 guidelines is an
example of professional consensus-building and nationwide
participation. The Council recommends that national education
standards build upon the following current professional efforts.

English

Literature is the subject matter specific to the English
curriculum. Reading and writing, speaking and listening are
communication skills that underlie it. The content and processes
of the English curriculum enrich life experiences, increase
employability, and enhance communication. Standards
developed in this subject have broad applicability in eveiy
subject of the curriculum.
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All students, regardless of background, should have access to
both the content and processes of the English curriculum and be
able to respond thoughtfully and knowledgeably about a wide
variety of major works of high-quality literature. Students
sometimes have not been introduced to literature because the
focus has been on the basic skills. Often, writing is little more
than filling in the blanks or composing a single sentence.

Important work has been done in this area by a number of
states and organizations. For example, the assessment
frameworks for reading and writing created ty the National
Assessment Governing Board for the National Assessment of
Educational Progress (NAEP) and the curricuhim guidelines
cruited by the state of Maine may be useful to .;xamine in any
standards-setting effort.

Mathematics

All students need a solid foundation in mathematics that goes
beyond simple arithmetic and includes analytical and problem-
solving operations. Of all the subject areas, mathematics is now
the one in which the United States is farthest along in the
standards-setting process. The National Council of Teachers of
Mathematics has developed curriculum standards through an
extensive iterative process with broad public input and
professional review that has resulted in unprecedented
consensus. These are gaining wide acceptance in education and
in the public arena as a framework for the mathematics that
schools should teach.

Defining standards for levels of student mathematics
performance what knowledge and skills students should
master still remains to be done. That process should build
upon the important work under way in many states and
countries.

Sdence

Given the fast pace of technological development, all students
need a firm grasp of the concepts and thinking skills involved in
science. Students can learn information about the world around
them in a manner that also teaches them to reason and
investigate scientifically.

With the support of the U.S. Department of Education, the
National Academy of Sciences has recently started a major effort
to develop world-class standards for what students should know
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Science For All Students

World norm cor what constitutes a basic education have
changed rawcally in response to the rapid growth of scientific
knowledge and technological power.
Sweeping changes in the entire educational system from
kindergarten through twelfth grade will have to be made if the
United States is to become a nation of scientifically literate
citizens.
A necessary first step in achieving systematic reform in
science, mathematics, and technology education is reaching a
clear understanding of what constitutes scientific literacy.

Excerpted from: Science For All Americans: A Project 2061
Report On Literacy Goals in Science, Mathematics, and
Technology, American Association for the Advancement of
Science. ( 1989).

and be able to do in science. Such promising work as that of
Project 2061 of the American Association for the Advancement
of Science (AAAS), the NAEP science framework, the National
Science Teachers Association's Scope, Sequence and
Coordination projects, and several state science frameworks
will form the basis of the consensus-building activity to be
conducted by the National Academy of Sciences.

History

Understanding the past provides a context for understanding
the present. The study of history is more than a superficial
recognition of names and dates. It involves indepth knowledge of
the important people, ideas, events, and trends tN.' have helped

to shape the world. In addition to major political events, history

includes such areas as social and economic developments over
time, civics, art and music, and the history of ideas. The links

between history and geography should be explicit and should
demonstrate the roots of events in time and place. Knowledge of
the history of other nations and their cultures broadens
students' perspectives. A solid grasp of America's history
teaches students an appreciation for both the diversity and the

shared experiences and values that have given the United States

its unique character.
Given the size and diversity of the country, it is difficult to

craft a plan for history education that balances pluralism and
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From the California History-
Social Science Framework

We want ow students to understand the value, the
importance, and the fragility of democratic institutions...to
develop a keen sense of ethics and citizenship, and to care
deeply about the quality of life in their community, their nation,
and their world.

Excerpted from: California History-Social Science Framework,
California State Department of Education. (1987).

common values. In California, a state with a very diverse
population, the History-Social Science Framework has been
widely acclaimed for scholarly integrity and multicultural
perspective. The National Center for History in the Schools at
UCLA has embarked on a two-year effort to develop world-class
history standards with support from the National Endowment
for the Humanities and the U.S. Department of Education.

GeograPhy
Educated citizens need to understand their geographic setting
in the world and that of other peoples. Geography, understood
broadly, includes historical, political, social, economic, and
physical interaction with the Earth and its environment.

What we now expect our students to know in geography is
minimal when compared to what other developed nations
expect of their students in this subject. There is substantial
concern about the negative consequences this may have for our
ability to market American goods and services in different parts
of the world.

World-class standards should be developed in geography,
broadly defined. The leadership of the National Geographic
Society has provided impetus for work on setting guidelines,
designing new materials, and providing professional
development opportunities for teachers. The Guidelines for
Geographic Education, developed by the National Council for
Geographic Education and the Association of American
Geographers, would be worth examining in the course of setting
standards for this sabject.
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Geography is Vital

A.xr°ricans' ignorance of their own country and of the world
will have dire consequences for our nation's welfare, strength,
and global interdependence and for the effects we have on
people in other nations. Our very livelihoods depend upon
products, ideas, and even weather and climate that originate
great distances from where we live and work. In a democracy
the development of compassionate and effective public policies
depends upon active participation of citizens who are broadly
educated about their own society and its relations with the
entire world. All events affecting society occur within a
geographic context. To understand these events fully we must
subject them to geographic scrutiny.

Excerpted from: Guidelines for Geographic Education:
Elementary and Secondary 3chools., Joint Committee on
Geographic Education of the National Council for
Geographic Education and the Association of American
Geographers. ( 1984).

Toward a System of Assessing the National
Standards

To make national standards meaningful, it is important that the
Nation be able to measure progress toward them. The Council
recommends a system of multiple assessments linked to the
national standards that will measure the progress of individuals,
schools, districts, states, and the Nation.

The system of assessments would have two major
components: individual student assessments and assessments of
representative samples of students from which inferences about
the quality of programs or educational systems could be made.
The National Assessment of Educational Progress (NAEP) is an
example of a large-scale sample assessment. Both components
would be aligned with the national standards.

Purposes of Assessment

In endorsing assessments to monitor individual and system
progress toward the national education standards, the Council is

advocating a system that will provide information for the
following purposes:
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to exemplity for students, parents, and teachers the kinds
and levels of achievement that should be expected;

to improve classroom instruction and improve the learning
outcomes for all students;

to inform students, parents, and teachers about student
progress toward the standards;

to measure and hold students, schools, districts, states, and
the Nation accountable for educational performance; and

to assist in education program decisions to be made by
policy makers.

The Council notes that it is unlikely that all of these purposes
can be accomplished with the same test or assessment
instrument.

Individual Student Assessments

New student assessments will need to be developed by states,
districts, commercial publishers, and others in order to measure
student performance against the national content and
performance standards. To facilitate the sound development of
such new assessments, the Council recommends the following:

New student assessments should incorporate the best
thinking and sound research and development.

States should work together in developing assessment
instruments in order to use resources effectively and to
improve the quality of the assessments.

States and others should examine various approaches in
designing student assessments of the national standards and
also develop innovathh methods of administration and
improved procedures to report to their multiple audiences.

Different assessments may be developed for different
curricula. There will he diverse interpretations of the
content standards that lead to differing curricula and
teaching practices.

High stakes should not be associated with the results of any
assessment until the qualities of validity, reliability, and
fairness have been addressed.

The Council finds, however, that. the assessments eventually
could be used for such high-stakes purposes for students as high
school graduation, college admission, continuing education, or
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certification for employment. Assessments could also be used by
states and localities as the basis for system accountability.

Assessments of Samples of Students

The Council recommends that the National Assessment of
Educational Progress (NAEP) be reauthorized and assured
funding to monitor the Nation's and states' progress toward
Goals 3 and 4. of the National Education Goals. NAEP is the
national program begun in 1969 to biannually test representative
samples of students in grades 4, 8, and 12 in core subject areas
and report achievement trends ovur time. As national standards
are developed, there should be efforts to ensure that NAEP will

be aligned with these standards.

Technical Issues Assockited vith Improving Assessments

Currently, a substantial amount of testing is conducted in
schools. It is frequently said that American students are tested
more than others in the world. Despite all the tests, surprisingly
little useful information is available to students, parents,
educators, and policymakers. Dissatisfaction with shortcomings
in present practices has led to a ricn variety of efforts to improve
assessments. A national effort is needed to facilitate and
coordinate these acti'fities.

The new assessments should challenge all students and
educators to do their best, open up new opportunities for
students, and provide real incentives to improve the quality of
America's schools. There is significant interest in the promise of
performance-based assessments, such as portfolios and
projects, as ways of collecting evidence of what students know
and can do. Such assessments frequently use open-ended tasks,
focus on higher order or complex thinking skills, require
significant student time, and may allow students to choose
among alternative tasks; some examine the performance of
group activities. While important. issues remain to be resolved,
innovative techniques used by states and localities may be
important elements in the mix of assessment instrwnents that
will make up the new national system.

Important technical difficulties confront those developing
such a new system of assessments. The Council deliberated on
these complexities and reconimends that special precautions be
taken in the development process. First, any system must honor
the traditions of local and state responsibility for education and,
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Grading the Advanced
Placement Examination

Advanced Placement grading procedures were developed with
certain features intended to ensure high score reliability. There
is a "Chief Reader" who has primary responsibility for the
grading in each subject. In consultation with the test
development conmittee, the Chief Reader creates a tentative
set of standards by which the answers are to be judged. The
Chief Reader oversees all the other "Readers" in that subject. In
most subjects, the Chief Reader receives help in assigning
grades from those wno designed the questions and others so as
to ensure that the standards are being applied consistently.
Readers are trained by grading "samples" copies of actual
answers distributed among all Readers of the same section of
the exam.

The reading and scoring of "live" papers does not begin until
consistency has been achievck the grading of the samples.
Throughout the grading, samples are used daily at frequent
intervals to ensure that the scoring remains uniform. A constant
check of random papers from each Reader is made to further
ensure consistent application of the standards. Grading
reliability studies are conducted for all examinations.

The final grade on an examination is the composite of the
score on the multiple-choice section plus the scores given by the
Readers, weighted and combined. Using guidelines established
for this purpose, the total composite score is translated by the
Chief Reader into the scale used for reporting the grades: 1
through 5 (5 = extremely well qualified; 4 = well qualified; 3 =
qualified; 2 = possibly qualified; 1 = no recommendation).

Summarized from: School Administrator's Guide to the
Advanced Placement Program. The Advanced Placement
Program. The College Board. (Edition H).

consequently, must provide flexibility and room for local
adaptation. Second, there are difficulties in producing
assessments of high technical quality and fairness. Third,
acknowledging that an assessment system of the scope imagined
is anew enterprise for the Nation, care must be taken to avoid
the unintended and undesired effects of some testing practices,
such as narrowing instruction and excluding certain students
from assessments. Sufficient safeguards must be built into the
system to protect students from negative consequences while
the system of assessments is being refined, especially for
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students who have not been well served by testing in the past.
It will be technically difficult but essential to ensure that new

assessments are valid, reliable, and fair. This requires ongoing
reviews of the emerging assessments and their uses. Further,
particularly for children who have historically experienced less
success in school such as the poor, ethnic minorities, and
students with disabilities opportunity to learn is a critical
condition for valid and fair use of assessment results.

First-Rate System of Assessments

The development of a first-rate system of assessments will be an
evolutionary, ongoing process. The Council finds the following
activities to be crucial in this effort:

Quality assurance. The Council recommends a quality
assurance process to ensure that new student assessments
are appropriate measures of the national standards and
meet the technical considerations of validity, reliability, and
fairness, particularly in conjunction with any high-stakes
uses. Judgments of validity, reliability, and fairness depend
in part upon how the results of the assessments are used.

Quality guidelines for assessment development. The
Council recommends quality guidelines for the development
and use of student assessments such as the Standards for
Educational and Psychological Testing and the criteria
described by the National Forum on Assessment. Revised
and additional guidelines may be needed as work
progresses.

Comparability. The Council finds it essential t hat different
assessments produce comparable rosults in attainment of
the standards.

30

Coherent and informatime re.su Its. One key objective of
the assessment effort is to provide accurate information for
students, parents, and teachers about the educational
progress of individual students; another is to infor m the
public about. the national achievement level. For students,
parents, and teachers, the n'itional system of assessments
should provide information about an individual student's
performance against national standards. States and localities
should report results in the context of the conditions of
learning and students' opportunities to learn.
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Independent reviews. The Council recommends periodic,
independent reviews of the assessment system to examine
its impact, to ensure alignment with the national standards,
and to ensure comparability of results.

Better knowledge base. The Council recommends
continued research on developing, interpreting, and
reporting assessments and ensuring test comparability.

Cost effectiveness. Detailed cost estimates for a new system
of assessments are not available, but the Council
recommends that assessments be cost effective. They
should seek to build on current efforts at the state and local
levels. The Council does not intend that the assessment
system add to the net burden of testing, but rather that
much current testing be replaced.

The Council finds precedents which indicate setting high
standards and developing a quality system of assessments can
raise student achievement. The Council advocates moving ahead
to create high national standards and a voluntary system of
assessments with careful and ongoing oversight of the process
and its results.
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How Are National
Standards and a System
of Assessments to be
Developed and
Implemented?

The Council recommends that a coordinating structure be
in place to advance standards-setting and assessment
development. Development and implementation of national
standards and a system of assessments should not take place in
isolation but should be part of comprehensive educational
reform. Indeed, the intellectual and political activities of setting
high national standards and developing assessments are likely to
provide added momentum for higher expectations and
educational renewal.

Proposed Coordinating Structure

The Council has agreed that the Nation should move forward to
set national education standards and develop a voluntary
national system of assessments to help students and schools
meet those standards. To ensure that this is done effectively, a
coordinating structure needs to be agreed upon and put into
place.
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Principles

Non-Federal. To maintain the Nation's tradition of state and
local authority over education, any new oversight entity
should be part of a cooperative national effort.

Non-Duplication. The process should benefit from and not
attempt to duplicate work being done by existing entities.

Broad-Based. The coordinating structure should be
bipartisan, engage government at all levels, and involve the
many constituencies that have an interest, in improving

education.

Accountability. The coordinating structure must
nevertheless be accountable to the public. In addition to a
public appointment process, appropriate constraints on
rules of deliberation, reporting, and contracting can help
provide such accountability.

Timing. N. "11 good work has already begun and much more
needs to be done soon. The coordinating structure should be
in place quickly and act as a catalyst for progress rather than
retard current efforts.

Functions

A number of functions need to be performed to achieve the
development of standards and assessments. They are described
as follows:

Standards
Coordinate the development of national standards
Develop an overarching statement
Develop content standards
Develop student performance standards
Develop school delivery standards
Develop system performance standards
Certify content and student performance standards as world
class

Assessments
Coordinate the development of a system of assessments for
individual students consistent with the national standards
Develop a program/system monitor consistent with nationai
standards
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Provide research and development for break-the-mold
assessments
Issue guidelines for assessments
Ensure technical merit (validity, reliability, fairness)
Certify assessments
Establish procedures and criteria for achieving
comparability

Structure

The National Education Goals Panel would be reconfigured to be
politically balanced. Representation would include two members
from the Administration; eight Governors with three from the
same political party as the President appointed by the chair or
vice chair of the National Governors' Association, whichever
represents the same political party, in consultation with each
other; four members of Congress appointed by the majority and
minority leaders of the U.S. Senate and U.S. House of
Representatives. The role and function of the Panel would
remain the same as set out in its charter. In addition, it will
appoint members to a newly created body called the National
Education Standards and Assessments Council, and it will
certify standards and criteria for assessments.

Work on severai of the functions identified above has already
begun. For instance, professional groups in the five disciplines
are developMg national content standards with financial support
from the U.S. Department of Education's Office of Educational
Research and Improvement, the National Endowment for the
Humanities,National Science Foundation, and other existing
federal and non-federal agencies. The National Assessment of
Educational Progress, with oversight by the National
Assessment Governing Board, is developing assessments which
would function as the program/system monitor; and the federal
government is funding through the Office of Educational
Research and Improvement important research and
development for break-the-mold assessrnmts. This work would
continue and in fact would need to be augmented and
accelerated. Other work, such as the school and system
standards, would be developed by states working collectively
through organizations like the National Governors' Association,
the Education Commission of the States, the Council of Chief
State School Officers, and state legislative organizations.

Nevertheless, a coordinating body is still needed to ensure the
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establishment of national education standards and a system of
assessments. This body would be a catalyst and provide
oversight and leadership. The body would establish guidelines
for standards-setting and assessment development and general
criteria to determine the appropriateness of standards and
as. sessments recommended. This body would be the National
Education Standards and Assessments Council (NESAC).

It is vital that there be strong public accountability in this
work. For this reason, NESAC would be appointed by the Panel.
Certification of content and student performance standards and
criteria for assessments as world class shall be the joint
responsibility of the Panel and NESAC. No certification will be
issued by the Panel except after approval of NESAC and in the
event the Panel denies certification to all or part of a NESAC
proposal, all or part of that proposal shall be returned to NESAC
with the reasons for denial.

It is desirable that Congress and the President codify the
reconstituted Goals Panel and the National Education Standards
and Assessments Council, consistent with the Panel's charter
and this coordinating structure, and appropriate line-item funds
for their operation to be administered through the U.S.
Department of Education. However, the Goals Panel and NESAC
would be allowed substantial latitude in their operation and
would be as independent of the U.S. Congress, the U.S.
Department of Education, and other federal agencies as
permissible under federal law. The Panel and NESAC will each
be able to hire staff, enter into contracts, make grants, receive
funds both private and public, form committees, hire
consultants and have gift authority.

To the extent practicable, the characteristic of these entities
as voluntary partnerships committed to transforming American
education by encouraging the Nation to strive for and achieve
the National Education Goals and World Class Standards would
be maintained.

Membership

NESAC would consist of 21 members to include one-third public
officials, one-third educators, and one-third members of the
general public including consumers of education. The menthers
would be appointed for three-year terms, with no individual
serving more than six consecutive years. Officers would be
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elected for one-year terms. No person can serve on both the
Goals Panel and NESAC.

Because NESAC will be making determinations and
recommendations on the merit of standards and assessments,
the appointment process must take potential conflict-of-interest
considerations into careful account.

Appointment Process

Nominations for positions on NESAC would be sought from
the general public and from these nominations the Panel would
make appointments according to the established categories. The
Panel would establish initial terms for individuals of two, three,
or four years in order to establish a rotation in which one-third of
the members are selected each year.

As vacancies arise on NESAC, the Panel would seek
nominations from the general public and the Panel would make
the appropriate appointments.

National Standards and a System of Assessments
as Parts of Comprehensive Educational Reform

Structures and processes Pit only have to be put in place to
develop standards and assessments but are also needed to
support their use by schools throughout the Nation. Sound
programs of instruction must be tied to standards and
assessments. The Council recognizes that states, local
communities, and schools set important policies that establish
the context in which standards and -,essrnents will operate.
These include policies and practices regarding curriculum,
professional development, school restructuring, and community
and family supports. Such reforms should not be piecemeal. To
be most effective, they must operate in an integrated fashion.

Comprehensive systemic reform should affect all elements of
the education system. Families, educators, and policymakers
must all work together. Their efforts at the schooi, district, state,
and national levels should address four major dimensions of
educational renewal. reforming schools, engaging families and
communities, creating incentives for high performance, and
providing equitable opportunities to achieve the new standards.
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Reforming Schools

All children must have the opportunity to learn the material that
new standards will indicate they should know. Improved
instructional materials and instruction based on the standards
are essential. Schools will need curriculum frameworks oriented
to high levels of performance that are based on the national

education standards.
New assessments should be designed to guide instruction and

learning. What is expected should be clear enough that teachers
can prepare students for the assessments and teachers should

be able to use the results to revise and improve their teaching.
Teachers must be active participants in the design of curricula
and assessments tied to the standards.

High standards of achievement for all students will have
implications for how America prepares, licenses, and certifies its
teachers. To teach successfully to the new standards, teachers
will need a deeper knowledge of subject matter and a better
understanding of pedagogy. Substantial cooperation from
universities, especially colleges of arts and sciences, in teacher
preparation will be required. The National Board for
Professional Teaching Standards has embarked on an effort to
set national, voluntary standards for experienced teachers that
would promote quality instructional practices.

A comprehensive inservice professional development
initiative is also essential in preparing teachers to help students
attain the national education standards. States have a critical
role in helping to make the most successful practices hi
professional development accessible to all personnel.
Professional development must also be available to school and
district administrators, who play key leadership roles in school

reform.
Schools, school districts, and states should be encouraged to

experiment with alternative strategies to help students achieve

the new standards. New roles and responsibilities are likely to be

necessary for success. Reforms that seek to make educators
accountable also need to provide them with commensurate
authority.

Education technology holds promise for helping students and
schools achieve the standards and will be a basic requirement
for education in the 21st century. Possibihties include distance
learning that permits greater access for teachers and students to

courses offered in different locations, and computer and video
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technologies for the delivery of enriched interactive learning.
Teachers and principals in all schools will need professional
development in educational technology. New technologies
aligned to the standards and system of assessments may be
included among the curriculum resources designed to achieve
the standards.

Engaging Families and Communities

The conditions of childhood are changing and some of the most
significant changes have to do with characteristics of families.
Helping families so that they may help students attain the high
standards will require new strategies for coordinating the efforts
of home and school.

Communities create the context in which schools and families
function. Concerned communities value learning and provide
necessary support to families so that learning can thrive. An
important community service that is also supported by state and
federal government is to provide the early childhood programs
that help prepare children for school. The National Education
Goals set objectives relating to nutrition and health care, access
to preschools, and parent education. Programs have begun at
the national, state, and local levels to foster coordination of
family health care and social services.

National standards can clarify what a community can expect
of its schools and help define a need for public action. Too
frequently school reforms fall short of expectations because
members of the public do not understand how they can play a
constructive role in improving their schools. Efforts are needed
to enhance local awareness of the need for change and to create
shared understandings of educational problems and potential
solutions.

Creating Incentives for High Performance

Meeting high standards will entail comprehensive change, and
the students, families, educators, and communities involved will
need to have a reason to change. Currently, incentives for
students arid educators are overly focusei on compliance with
rules and regulations. They should be focused on attaining high
performance. While intrinsic rewards such as love of learning are
the best and often primary motivation, it is clear that
external factors also play an important role in how hard both
students and educators work. Rewards for success and
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constructive intervention in cases of persistent failure may be
tied to student outcomes for both students and educators. Since
learning requires the active participation of both, it would be
unfair to focus incentives only on one or the other. Today,
students not applying to highly selective colleges often fail to see
a reason to enroll in demanding high school courses and to do
their best. All students should be provided incentives for
meeting world-class standards. Incentives for educators should
focus on improvement, including success in educating those
students who have been least well served in the past.

Ensuring Equity

Providing genuine opportunity for all students to achieve high
standards is a national moral imperative. The standards that the
Council proposes would apply to the entire education system.
All students must have the opportunity to achieve them and to
be assessed fairly on their attainment. To bring this about,
equitable educational opportunities must be provided.

The Council recognizes the concerns of those who are fearful
of the unintended consequences of its proposals. Yet high
standards and knowledge gained from appropriate assessments
could serve as rallying points to secure the school and
community efforts needed to reach them. High-quality
standards and assessments should mobilize educators and the
public to reform schools, engage families and communities,
create incentives for high performance, and provide genuine
opportunity for all students.

Raising Standards for American Education

The National Education Goals Panel has called upon America to
become nation of learners. National standards and
assessments linked to them, developed through a broad
consensus process, are a critical next step in revitalizing

American education. To succeed, standards and assessments
must be part of a fundamental reform of schools and school
systems.

The move toward high standards will require mobilizing the
entire country. Families, communities, schools, educators,
employers, policymakers, and students have important roles to
play in the comprehensive effort to fashion new standards and to
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see that they are attained.
The goal is ambitious and the stakes are high. Raising

standards can transform whaL, is taught and how instruction
takes place. Raising standards can change thr.: view of
responsibilities in education.Raising star: lards can improve the
quality of performance, not just in the classroom but on the job,
in the marketplace, and in all aspects of American life.
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ppehdix B

Authorization for the
National Council on
Education Standards
and Testing

Purpose

The National Council on Ethication Standards and Testing was
created by Public Law 102-62 on June 27, 1991. The purpose of the
Council is to provide advice on the desirability and feasibility of
national standards and testing in education.

The Council was created in response to findings of Congress that:

Organizations have begun developing national education standards
for various subject areas and grade levels;

Groups have called for the expansion of national testing for school
children;

Decisions regarding the desirability and feasibility of additional
national testing should follow such decisions on national standards
for education;

Efforts regarding national standards and testing should he
undertaken with the broadest possible participation by the public;
and

A major national council is needed to assure broad part icipation by
the puhlic, to provide a focus for national debate on national
education standards and testing, and to provide advice on the
desirability and feasibility of developing national standards and
testing.
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Duties

The duties of the Council shall be to advise the American people
as to

1) Whether suitable specific education standards should and can be
established, such as world class standards, for

(a) the knowleklge and skills that students should possess and
that schools should impart in order that American students
leave grades 4, 8 and 12 demonstrating competency in
challenging subject matter including English, mathematics,
science, history, and geography; and

(b) every school in America to ensure that all students learn to
use their minds well so that they will be prepared for
responsible citizenship, further learning, and productive
employment in our modern economy; and

2) Whether, while respecting State and local control of education, an
appropriate system of voluntary national tests or examinations
should and can be established, such as American achievement
tests, that will provide prompt, accurate information to parents,
educators, and policy makers on the progress being made toward
the specific education standards by individual students, schools,
school systems, States, and the Nation as a whole (if such
standards can be established). The goal of any such system shall
be to foster good teaching and learning, as well to monitor
performance.

Final Report

The Council shall, as soon as possible, but not later than December 31,
1991, submit a report to the Congress, the Secretary of Education,
and the National Education Goals Panel that contains
recommendations regarding long-term policies, structures,
mechanisms, and other important considerations with respect to the
objectives. A discussion of the validity, reliability, fairness, and costs
of Tiplementing a system of voluntary national tests or examinations
snall also be included in such report.
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Appendix

Public Comment

The National Council on Education Standards and Testing has
sought public comment. The cortur,nts it has received have helped to
shape this report. The Council wishes to thank the individuals and
organizations listed below for their suggestions and observations. The
Council recognizes that while some statements .;ubmitted to it
represent official positions taken by an organization, others were
submitted as the views of an individual who does not claim to
represent the ilistitution with which he or she is affiliated.

State delegations attending the iNlational Education Forum in Des
Moines, Iowa, September 27-28, 1991

Advocates for Children of New Yorl T , Diana Autin

Alliance for Curriculum Reform, Gordth Cawelti

American Occupational Therapy Association, Barbara Chandler

American Psychological Association, Wayne Camara and Gerald
Sro tife

APPLE Corps, Sallie Weddell

Arizona State University, Carole Edelsky

Arkansas, Office of the Governor, Deborah Walz

Association of American Publishers, Test Committee, Michael H.
Kean

Association of Black Psychologists, Sandra Cox and Harold Dent

Association of California School Administrators, Melinda Melendez
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Association for Supervision and Curriculum Development position
statements by the national organization, state affiliates, and
individual members
Autism Society of American, David Holmes

Brain-Based Education Network, Leslie Hart

Brigham Young University, Utah, Rulon Garfield

Business Roundtable and National Alliance of Business, Fritz
Edelstein
Campaign for Genuine Accountability in Education, Monty Neill

Canton City Schools, Ohio, Wayne Denny

Central Park East Secondary School, New York, Deborah Meier

College Board, Donald Stewart

Consortium for Citizens with Disabilities
Council for Exceptional Children, Joseph Ballard and Mary Cohen

District of Columbialanette Hoston Harris
Easton Public Schools, Massachusetts, Isa Kaftal Zimmerman

Elmbrook School District, Wisconsin, Ronald Lange

Foxfire Teacher Outreach, Hilton Smith

Ilima Intermediate School, Hawaii, Amy Uyechi

Indiana University, Leonard C. Burrello

Kamehameha Elementary School, Hawaii, Kahele Kukea

Mariemont City Schools, Ohio, Donald Thompson

Mexican American Legal Defense Fund, Stephen Garbo

Midland Public School, Michigan, Carol Feider'

Mississippi Bend Area Education Agency, Richard Hanzelka

National Alliance of Business

NAACP Legal Defense and Education Fundldius Chambers

National Center on Education Outconws
National Coalition of Education Activists, Debi Duke

National Conference of State Legislatures, Education and Job
Training Committee
National Council for the Social Studies, Charlotte Anderson

New York City Board of Ed. (District 1), Susan Harman

Norfolk Public Schools, Virginia, George Raiss

North Carolina, Office of the Governor, Jackie Womble Jenkins

Northwest, Association of Schools and Colleges, David Steadman

Panasonic Foundation, Sophie Sa

Parkway School District, Missouri, William Franzen

Pennsylvania Department of Education, Joseph Bard

Portage County Board of Education, Ohio, Helen Gless

Punahou School, Hawaii, Duane Yee and Elaine Blitmait

Southern Association on Children Under Six, Cathy Grace

Southern Regional Council, Marcia Klenbort
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Student Advocacy Center, Ruth Zweifler

Teachers and Parents for School Renewal, Oregon, Bill Resnick

University of California, San Diego, Tracy Strong

Urban Superintendents' Network (Office of Educational Research
and Improvement, U.S. Department of Education)

The Council also thanks the following organizations for their help in
requesting public comment:

Association for Supervision and Curriculum Development

Business Roundtable

Fairtest

National Alliance of Business

National Association of State Boards of Education

National Conference of State Legislatures

National Governors' Association

National Association of School Boards
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The National
Education Goals

Goal 1: Readiness For School

By the year 2000, all children in America will start school ready
to learn.
Objectives:

All disadvantaged and disabled children will have access to high
quality and developmentally appropriate preschool programs that
help prepare children for school.

Every parent in America will be a child's first teacher and devote
time each day helping his or her preschool child learn; parents will
have access to the training and support they need.

Children will receive the nutrition and health care needed to arrive
at school with healthy minds and bodies, and the number of low
birthweight babies will be significantly reduced through enhanced
prenatal health systems.

Goal 2: High School Completion

By the year 2000, the high school graduation rate will increase
to at least 90 percent.
Objectives:

The nation must dramatically reduce its dropout rate, and seventy-
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five percent of those students who do drop out will successfully
complete a high school degree or its equivalent.

The gap in high school graduation rates between American st udent s
from minority backgrounds and their non-minority cocterparts will
be eliminated.

Goal 3: Student Achievement and Citizenship

By the year 2000, American students will leave grades four,
eight, and twelve having demonstrated competency in
challenging subject matter including English, mathematics,
science, history, and geography; and every school in America
will ensure that all students learn to use their minds well, so they
may be prepared for responsible citizenship, further learning,
and productive employment in our modern economy.
Objectives:

The academic performance of elementary and secondary students
will increase significantly in every quartile, and the distribution of
minority students in each level will more closely reflect the student
population as a whole.
The percentage of students who demonstrate the ability to reason,
solve problems, apply knowledge, and write and communicate
effectively will increase substantially.

All students will be involved in activities that promote and
demonstrate good citizenship, community service, and personal
responsibility.
Tiw percentage of st udents who are competent in more than one
language will substantially i'acrease.

All students will be knowledgeable about the diverse cultural
heritage of this nation and about the world community.

Goal 4: Science and Mathematics

By the year 2000, U.S. students will be first in the world in
science and mathematics achievement.

Objectives:
Math an(l science education will be strengthened throughotit the
system, especially in the early grades.
The number of teachers with a subst waive background in

mathematics and science will increase by FA) percent.

The number of tI.S. undergraduate and graduate students,
especially women .atid minorit ies, who complete degrees in
mathematics, science, and engineering will increase significantly.
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Goal 5: Adult Literacy and Lifelong Learning

By the year 2000, every adult American will be literate and will
possess the knowledge and skills necessary to compete in a
global economy and exercise ihe rights and responsibilities of
citizenship.
Objectives:

Evety major American business will be involved in strengthening the
connection between education and work.

All workers will have the opportunity to acquire the knowledge and
skills, from basic to highly technical, needed to adapt to emerging
new technologies, work methods, and markets through public and
private educational, vocational, technical, workplace, or other
programs.

The number of high-quality programs, including those at libraries,
that are designed to serve more effectively the needs of the growing
number of part-time and mid-career students will increase
substantially.

The proportion of t hose qualified students (especially minorities)
who enter college, who complete at least two years, and who
complete their degree programs will increase substantially.

T:ie proportion of college graduates who demonstrate an advanced
ability to think critically, communicate effectively, and solve
problems will increase substantially.

Goal 6: Safe, Disciplined and Drug-free Schools

By the year 2000, every school in America will be free of drugs
and violence and will offer a disciplined environment conducive
to learning.
Objectives:

Every school will implement a firm and fair policy on use,
possession, and distribution of drugs anti alcohol.

Parents, businesses, and community organizations will work
together to ensure that schools are a safe haven for all children.

Every school dist rict will develop a comprehensive K-12 drug and
alcohol prevention education program. Drug and alcohol curriculuni
should be taught as an integral part of health education. In addition,
community-based I cams should be organized t o provide students
and teachers with needed support.

The National Education Goals Panel was formed to report annually on
the progress of the Nation and the states toward achieving tile
National Education Goals. Its first chair was Governor Roy Romer of
Colorado, Who was succeeded in August 1991 by Governor Carroll
Campbell of South Carolina. The Goals Panel was originally composed
of six govertiors, three Democrats and three Republicans; four
members of the President's Administration; and four ex officio
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members, the majority and minority leaders of the U.S. Senate and the
U.S. House of Representatives. Its first report, the National
Education Goals Report: Building a Nation of Learners, was
issued September 30, 1991.
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Appendix E

Report of the
Standards Task Force'

Introduction

Tills report responds to issues pertaining to the desirability and
feasibility of national education standards posed in the legislative and
supporting language of HR 2435, the enabling legislation for the
National Council on Education Standards and Testing. The report
specifically addresses questions raised in House Committee Report
102-104, which accompanies the enabling legislation. This
introductory section of the report reviews the pertinent legislation
and supporting langi: g e concerning the desirability and feasibility of'
national education standards, provides a brief description of the three
other parts of the report, and highlights three important underlying
assumptions of our work.

. _ .

1. A (Indt of this report was prepared for the consideration of the National tttinttil on
Education Standards and Testing at their Octolwr, Novemlwr, and December, 1991 imwtings.
The n,port was preparN1 by Marshall S. Smith, aided by Susan Fulirman ,lennifer )ay.
The content of tlw report is based largely cm two One day meet inp of the Standards Task
Force of the National Council on Education Standards and Testing held on September 19 and
October 20. The report draws on a preliminary paptr of the Task Force preitared for the
September 23 meeting of the Coutwil, a summary of the report prepared for discussion
purposes for the (ktober 21 meeting Of tlw Council, and discussions of t lw Council,
particularly at the September and October meetings. Insofar as possible this report
represents a consensus of the Task Force but a consensus was not possible in all instances.

The view.s expresSed in this appendix report rdlect the work of
this Task Force and are not necessarily those of the Council.
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Legislative and Supporting Language

Sec. 4 Duties of the National Council on Education Standards and
Testing Act (HR 2435) states: "The Council shall advise the American
people on whether suitable specific education standards can be
established such as world-class standards, for

the knowledge and skills that students should possess and that
schools should impart in order that American students leave grades
4, 8, and 12 demonstrating competency in challenging subject
matter including English, mathematics, science, history, and
geography; and

every school in America to ensure that all students learn to use their
minds well so that they will be prepared for responsible citizenship,
further learning, and productive employment in our modern
economy; and..."

The House Report elaborates on Sec 2 of the Bill with very specific
language:

[The Council shall] "... provide advice on (1)whether suitable
specific education standards should and cpn be established, and..."

"It is the intent of the Committee that the 1nci1 address each of
these issues in terms of its desirability and feasibility consistent
with the bill's stated purpose (see section 2(a)of the bill)."

.",..the Committee in no way endorses the proposition that national
education standards... are either desirable or feasible. It is the
purpose of the Council to examine a broad range of considerations
with regard to these two issues and report their findings and
recommendations to the Congress, the Secretary of Education and
the National Goals Panel..."

Structure of the Report
This report responds directly to the issues concerning the desirability
and feasibility of national education standards set out. in HR 2435 and
in the House Report. The report has three remaining parts:

Part II proposes a definition of education standards which pays
at tention to the conceptualization of education standards set out in
section 4 of the Bill.

Part 111 considers the desirability of this Nat ion having "national
education standards." This discussion responds to the questions set
out in the House report on the Bill.

Part IV considers whether it is feasible for this Nation to have
national education standards. This discussion also responds to the
House Bill report.

Three Underlying Assumptions
Before considering the definitions we want t o underscore three
important assumptions made in this report.

Raising Standards for Amorican Education
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National vs. Federal Standards. We assume from the language of
the Bill and the Report and from early discussions of the Council
that Congressional intent is that the education standards are to be
national rather than federal. We support this interpretation. We take
it to mean that, while the process for establishing and implementing
the standards should be national in scope, it should not be under the
control of the federal government, though the various parts of the
federal government (the Congress and the administration) should
be important participants. It also implies that the process for
establishing the standards should reach out across the Nation to the
many states and their communities.

Vohtntary vs. Mandatory (Imposed) Standards. If standards are
national rather than federal, we assume that they are "voluntary" for
the states. We support this interpretation. Only the federal
government could have the authority to require states to use
national education standards and even that is unlikely in light of
the language of the Constitution. Discretion for the adoption of the
standards would continue to rest with the states, providing an
important balance of power and responsibility. This is an extremely
important point. It addresses the question in the House Committee
Report which asks "what the benefits and liabilities are of imposing
uniform natkmal standards... on an education system where
curriculum is traditionally controlled at the state and local level."
The position taken here is that "education standards" would be
voluntary, not mandatory or imposed nationally. The issue about the
desirability of voluntary national standards, uniform or not, is
naturally still important and will be fully considered. We remind the
reader that being voluntary nationally would not stop individual
states from making the standards mandatory for the school districts
within their borders.

Challenging, not minimal education standards. Undergirding
the interest in national education standards is the idea that the
content of the present curriculum in most United States schools
lacks coherence, depth, and quality. Throughout this report we
assume that national education standards will legitimately be "world
class" in scope and quality. They must reflect high, not minimal,
expectations for all :if our Nation's students. If they are not
challenging and of the highest quality, they are guaranteed to do
more harm than good.

Definition of Education Standards

Education standards should respond to the fundamental questions:
What should schools teach? What should students learn and how well
should they learn it" And, in response to the text of the enabling
legislation: What is the quality of a school's capacity to "ensure that all
students learn to use their minds well...?" The term education
standards is generic it is important to develop a set of specific
definitions for use by the Council and for responding to the important
questions posed in the legislation and in the legislative report. The
work of the National Council on Education Standards and Testing on
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education standards has focused primarily on five subject matter
areas; English, mathematics, science, history, and geography. Within
the context of a defined subject matter area we can distinguish
several specific components designed to flesh out an overall definition
of education standards.2

Overarching statement
The overarching statement should describe in brief and general
terms a vision of the nature of the education standards for the content
area. It should emphasize a theoretically and pedagogically coherent
and engaging presentation of challenging, up-to-date subject matter
and high expectations for achievement by all students, including an
ultimate goal of world-class student achievement. The description of
"Mathematical Power" in the new California Mathematics Framework
is an example.

Content Standards
Content standards should set out the knowledge, skills, and other
necessary understandings that. schools should teach in order for all
American students to attain high levels of competency in the subject
matter. Generally, and for our purposes, what schools are expected to
teach is equivalent to the knowledge, skills and other understandings
that students are expected to learn in schools.3 The National Council
of Teachers of Mathematics (NCTM) Curriculum and Evaluation
Stan dardsfor School Mathematics, the California Frameworks, the
Syllabuses for the Advanced Placement Tests of the College Board,
and the Con rse of St nd y fOr Lower Secondary Schools in Japan are
all examples of con tent standards. For the purposes of the work of
the Council, content standards should cover the ent!.re range of pre-
collegiate formal schooling (grades K-12) as do the NCTM
Co rricul um and Evaluat ion. Standards for School Mathematics
and the California Frameworks.

Student Performance Standards
Student performance standards should establish the degree or
quality of student performance in the thallenging subject matter set
out in the content standards. In general, the development of such
standards will require examples of a range of professionally judged
studema performances which serve as benchmarks for assessing the
quality of a new student's performance. For example, the College
Board Advanced Placement (AP) Tests are scored one (1) through
five (5). Typically, a score of three (3)indicates that a student has
performed well enough to pass a college level examination on the

2. 'rhe !lye subject matter areas are explicit ly included in the legislation and in the nport of

the National Education Goals Panel.

:3. Some aut hors and states use the term "curriculum framework" instewl of 1111 lel a "content
standards." For our !imposes we take tlw two terms to have ident ical mealung. Sometimes
the term "iwhievement standards" is used to specify the content st udents are expected to
learn while the term "rontept standards" is Otied to tipPrify the rpm rot that schools are
expected to teach. I Jere we ace assuming that the two bodies of content are equivalent and
thus w.e use t he term "content standards" to meter to both what sttident are expected to learn

and what schools are expected to teach.
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subject, a score of four (4) indicates the student would have gotten a
B in a college course examination, and a score of five (5) is superior
performance equating to an A in college. The assignment of a level of
performance on an AP Test requires an explicit comparison of the
examination performance (essays, analyses of text, record of how
difficult calculus problems are solved) with the prior performance of
successful and unsuccessful college students on "equivalent" tests.
The Task Force recommends that at least a three level scale of
student poformance standards will be necessary for grading
assessments based on the education content standards. These might
be labeled "competent performance," "excellent performance," and
"world-class performance" standards. In order to establish the criteria
for the final level, "world-class standards," we will need to gather
information about the quality of the best student work in other
nations.

School Delivery Standards

School delivery standards should set out criteria to enable local and
state educators and policymakers, parents, and the public to assess
the quality of a school's capacity and performance in educating their
students in the challenging subject matter set out by the content
standards. School delivery standards should provide a metric for
determining whether a school "delivers" to students the "opportunity
to learn" well the material in the content standards. Are the teachers
in the school trained to teach the content of the standards'? Does the
school have appropriate and high quality instructional materials which
reflect the content standards? Does the actual curriculum of the
school cover the material of the Content standards in sufficient depth
for the students to master it to a high standard of performance? These
input conditions are fundamental to providing all children the
opportunity to learn the material of the content standards. Finally,
on the outcome side, does the performance of the students in the
school indicate that the school is successfully providing the
"opportunity to learn" to all students? The concept of school delimery
standards was developed by the Task Force to respond directly to
the language of Sec. 4(1)(B) of HR 2435 which calls for "world-class
standards for.., every school in America to ensure that all students
learn to use their minds well..." (see the Legislative and Suppor(ing
Language section of this report, for more detail).

System Delivery Standards

System delivery standards should set out criteria for establishing
the quality of a school system's (local, state, or national) capacity and
performance in educating all students in the subject matter set out in
the content standards. To some degree the system delivery
standards for the Nation have already been developed by the
National Education Goals Panel and the President. in Goals 3 and 4,
which establish targets for student achievement for the year 2000.
The Task Force recommends that each state and local dist rict
establish their own achievement targets which, when summed, would
enable the Nation to reach the National Goals.
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Desirability of National c.ducation Standards

The questions set out in the House Report focus on the issues of t he
desirability and feasibility of national education standards. In this
section we focus on the series of questions which address the issue of
the desirability of national standards.4 For background and the
consideration of the Council, however, we first briefly summarize
some of the typical arguments for and against establishing national
standards.

By and large these arguments are captured by three overarching
questions:

Will national standards hal)e a positive i kfinence On student
achievement and the quality of teachers and schools?

What is the potential impact of national standards on
educational equity?

Are national standards approprlte given the American
tradition qf local control qf curhenln in and the existing wide
variations in state and local resou Ives Ibr education ?

These three overarching questions also provide a structure within
which to address the Congressional questions set out in the House
Report on HR 2435. After summarizing the "typical" pro and con
arguments we turn to a more complete consideration of the three
overarching questions.

Typical Arguments For and Against National Education
Standards
Arguments Used to Support National Standards

The international standing of the I Inited States and the
competitiveness of the United States economy, system of smirity,
and diplomatic influence are national, not state or local. They
require national attention to the development of the nation's human
capital.
National education standards will help assure t hat our increasingly
diverse and mobile population will have the shared knowledge and
values necessary to make our democracy work.
National standords will help improve the quality of schools and ot'
teacher professional development by providing a clear, common set
of challenging goals and critefia for the allocation of scarce
resources.
National standards applicable for all children will help provide the
impet us for realizing equality of educational opportunity across the
Nation.

4. Tins section also addresses the ma-,tions set out in the Septeinher20. 11i1 letter to the
Council from Congressmen Ondling and Kilifee nd from Senator I latch Mach essentially
repeats lin' quest ions in OD HOME' ColIIIIIMPo liPport, though in a different orikT
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The establishment of challengilig national standards will encourage
states and localities to raise their educational expectations and
standards.

The states have scarce resources of talent and funds for the task of
establishing their own standards and assessment systems. It would
be far more efficient. for the several stat es and localities to cooperate
in a national approach than to create their own standards and
assessment systems separately.

Common Arguments Against National Standards
Our Nation's experience with centrally established standards (e.g.,
at the state level in education and at the state and national levels in
other sectors) is that they are generally "minimum standards" which
act to drag down the entire system. If such happened with national
education standards, the entire system would suffer.

If challenging national standards are established, but the strategies
and resources for enabling students and schools to meet them are
not put into place, the result will be a disservice to the Nation's
st udents.

The establishment of national standards would draw at tention arid
resources away from the many, very positive state and local reforms
that are now underway throughout the Nation.

National standards will lead to a national curriculum, which will
inhibit local and state creativity and initiative.

The great diversity of the Nation, cult urally awl ethnically, and in
regional traditions, make it impossible to have a single conunon set
of education standards that would have widespread acceptance.

Will National Standards Have a Positive Influence on Student
Achievement and the Quality of Teachers and Schools?
This addresses question 3 in the House Committee Report . [Is there]
"any evidence that national education standards... prolpot e
improvements in educational achievement or in t he ability of teachers
to perform their jobs:" In order to answer this question it is important
to consider both t he current condit ion of schooling in American and a
future condition where there are "voluntary national standards".

What is the Current Situation?
No explicit national education content or podOrma nee
standards currently exist. In the past, this Nation and its st at es
have typically not established or required either challenging content
standards or absolute standards of high student pertormance.
Instead of setting challenging content expectations, instead of
determining what level of performance represents a high level of
mast NT of content, we have relied on relative comparisons aniong
schools, dist Het s and states to give us an indication of how well we
are doing. Our standardized tests generally tell us whet her our
snidents are above or below the average in the Nation or in the st at e,
not whether their performance is superior either when compared to
an international standard or to some a priori absolut e standard.
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We now have a de facto national curriculum of basic skills. In
the absence of common, well specified, demanding content
standards and high expectations for students our Nation has
gravitated toward a de facto national minimum competency
curriculum. Except for the small percentage of our Nation's students
who are headed for elite four year colleges, the Nation's content
standards focus on basic reading and arithmetic skills, and
relatively minimal amounts of factual information in science,
geography and history.
This focus on basic skills reflects both intentional policy at state
and local levels and the indirect influence of otherforces
including textbook publishers who cater to the lowest common
denominator in content, test developers and educational
administrators who use standardized tests which reinforce this
focus, and teachers who have had neither adequate training nor
appropriate role models in their own educational experience. In
addition, some evidence indicatei that teachers tend to focus their
teaching on maximizing student performance on tests used for
accountability purposes, which have typically emphasized basic
competencies.
Public expectations for student performance are also sadly low.
As parents, as voters, and as members of the general public we settle
for far less than do our counterparts in other developed Nations.
Most state standards, where they exist, provide a floor, not a goal,
for practice. High, or leading edge, requirements for education
practice and student performance mean that for some period of
time, and perhaps a lengthy period, most schools would be below
standard, a situation typically viewed as politically intolerable. When
high standards are proposed they are likely to also be followed by
educator requests for more resources, making policymakers wary of
initiating the cycle. This condition is beginning to change in a few
states such as South Carolina and Vermont but the general fact is
that, in a tight economy, the battle in states for higher education
standards is very difficult to win. Typically, the voters are only
lukewarm, and this makes the policymakers legitimately cautious.

The qualit y ofour schools too Oen trflects our minimal
expectations. With the general exception of schools in affluent
areas, many of our Nation's youth attend institutions that lack the
human and material resources necessary to deliver to students a
curriculum based on a challenging conception of content. In too
many schools t here is no science lab, students are not allowed to
take home textbooks or other books to do their homewoii:, and, of
most concern, teachers lire not trained well enough to understand,
much less to t each, the kind of demanding material envisioned in the
newcontent standards.
In summary, while tIley meet our exp,clations, at the present
ti our content, petformatwe, and school delivery standards
are mediocre at best.

Raising Standards for American Edncation
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What Effect Does the Low Quality of Our Standards and Our
Schools Have on Student Achievement?
It is difficult to imagine that our level of student achievement will
improve greatly if we continue to support and implement our current
minimal standards curriculum. Over the past 20 years student
achievement has remained relatively flat or very slightly improved at
best, with the exception that minority groups, particularly African
Americans, have improved in basic skills areas. This indicates that the
emphasis in the 1970s and early 1980s on de facto basic skills national
standards spurred and reinforced by direct state and local policy
activity had a distinct and positive effect on student achievement
for those who could most benefit from it. Our overall level of student
achievement, however, remains low-to-mediocre when compared with
that of other developed nations, and by some indicators our relat ive
position is even declining. If we are satisfied with this continuing level
of mediocre achievement we can continue to ignore the challenge of
setting higher and more challenging standards, for the content of
instruction, for student performance, and for school quality. Unless
we make a conscious effort to do so, however, we will continue to be
the slaves of a de,facto nationally accepted conception of scholastic
achievement which is distinctly inferior to that of much of the rest of
the developed world.

What Might Happen to Student Achievement and Teacher
Behavior if There Were Challenging, Voluntary, National
Education Standards?

Voluntary, chalk,legi nil, national content and pedarmance
standards could stimulate improvements in state and local
content and performatice standards and expectations. This, in
turn, could have a positive effect on education practice in local
schools and classrooms. The Council has heard testimony from the
NCTM that the content and teaching standards that they have
developed have had a great influence on the policies id practices of
state and local boards of education as these groups have established
the curricula of their jurisdictions. Similarly, though to a lesser
extent, we understand that there is evidence that state and local
communities have drawn from t he work of the American Association
for the Advancement of Science (AAAS) Project 2061 for the
development of national education standards for science.

But, content and performance standards alone cannot change
student achievement and teacher performance Student
achievement and teacher perfortna nee will not be great ly influence(I
by content and performance standards unless the standards are part
of a coherent and systemic approach to improving instruction in the
schools. Education policy efforts aimed at changing the status quo
are generally short-term, unconnPcted to other policies and overall
goals of the system, limited to a small set of schools or grades, and
focused on particular problem areas rather than on the ent ire
system. As a consequence they rarely have a sustainhig effect.
National standards, however, could lay the foundation for a different
approach.
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Challenging national standards could set expectations for all
schools and grades in key content areas, signalling the type of
substantive changes we need system-wide in all of our schools
and classrooms.
A national examination system based on the content standards
could reinforce and assess attainment of the standards. (See the
companion report from the Assessment Task Force.)

The contor: and performance standards could form the basis
for other state policies, such as those dealing with adoption of
instructional materials and teacher licensing and professional
development. We would then have several interconnected policy
efforts giving coherent guidance about teaching and learning
around ambitious, not basic skills, outcomes. (See the
companion report, from the Implementation Task Force.)

Most important, student achievement and teacher performance
will (ndll change in a dramatic wall lf existing and frailty,
teachers are trained to be able to teach the challenging content
in the new national standards. Though it would be important that
new instructional materials based on t he new standards be
developed and that, schools have the ot her mat erial resources
necessary to teach the content standards, none of this will help
unless there is a dramatic effort to prepare teachers to teach t tic
new content. Most public school teachers do riot have the deep,
sophisticated understanding of subject matter required to teach t he
content indicated by the kind of education standards proposed here.
The new content expectations would also call for new ways of
teaching, for strategies that actively engage students. Most teachers
are not used to teaching in such ways. They have few opportunities
and little time to learn on the job. Nor does pre-service professional
development meet, these challenges. It' national standards are to
spur improved teaching and learning, they will need reinforcement
by extensive and carefully developed professional development
activities.
Evidence about the efpct of ambitious, coherent instruct ional
irforms on teaching and student achnyenient is posit ire but not
plentiful. Some states, notably California, New York, Vermont ,
Kentucky, Arizona and Arkansas, are aligning challenging content
objectives and assessment. However, almost all of these efforts are
very recent; most do not yet tie teacher professionaldevelopnimit
and instructional materials policies to the curriculum/assessment
strategies. This is a very different situation than exists ii many ot her
developed nations where there are coherent policy syst ems linking
content standards to instructional materials, examination systems
and professional development. That t here are currently few
coherent, systems designed to upgrade instruction in the American
states is a major reason for the Council's existence.

The little direct, evidence that does exist suggests that ambitious
content standards reinforced by assessment and other policies have
the potentid to improve schooling. Preliminary data indicate that
the Califort6 mathematics framework actively influet , local
policy and ir.struction. A study using the International Education
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Assessment's Second International Mathematics Study (SIMS) found
that teachers in nations with more coherent curricular guidance were
more consistent, more alike in the topics they covered, indicating an
influence of the common focus. Analyses of national survey data
indicate that secondary schools in this Nation which have coherent
approaches, such as common curricula and shared goals, tend to be
somewhat more successful than other schools in limiting absenteeism
and dropping out, improving achievement performance, and reducing
performance differences among students.
IT1 SUMMary, Will the adoptimi ornery, eaplicitly challenging
education standards affect student achievement? Perhaps not
directly, but the odds of our Nation's expectations and commitment
changing without committing ourselves to challenging standards are
practically zero. Moreover, as our experience in the 1970s and early
1980s with minimum competencies indicates, a conmton set of
expectations and standards can affect teacher behavior and st udent
achievement outcomes. This suggests the possibility that more
challenging content , performance, and delivery standards which
were implicitly or explicitly adopted by the Nation, in concert with
serious systemic reform efforts, would have a positive effect for all
students.

Educational Equity for Students

This section addressees question 7 in the House Report: "Whether
support that would provide educationally disadvatttaged children,
handicapped childreil, and children with limited English proficiency
the opportunity to succeed should be a part of any effort to implement
national education standards...?

It is trite but important to say that a major part of the justification
for national education stainlards must rest on their promise for
improving the quality of the educational experiences of the nwst
ieedy in our society.

Where Does the Nation Stand?
During the 1970s and throughout the 1 f)80s, the aehievement gap
between majority and minority and rich and poor has been closing.
Gains made in tile past twenty-five years by African American,
Hispanic American, and low income children in partially closing the
achievement gap with middle income whites have been due both to
changes in social and economic condit lot is and to a national focus on
basic skills which sought to equalize the quality of ethicat ion offered
to students of different backgrounds. The scores of minorities and low
income students have risen while the scores of the middle income and
majority st udents have stayed essentially level.

Over the past decade the social, political and economic
circumstances of many low ilwome and minority families have
worsened. Moreover, the basic skills emphasis in schools is being
legitimately criticized for its failure to develop in all students the
higher levels of learning and more complex skills necessary in a
technologically advanced society. As a consequence, many local
districts and schools have instituted reforms that attempt to
emphasize higher order thinking and a more challenging curriculum.
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Locally Initiated Reforms Might Widen the Gap
As educationally progressive as the local reforms to improve the
quality of the curriculum may be, they could also place many
minorities and the poor at a new disadvantage because the poor and
minorities in the society are typically the last to benefit from locally
generated reforms if they benefit at all. Districts and schools with
large numbers of poor and minority students often have less
discretionary money to stimulate reform, less well trained teachers,
and more day-to-day problems that. drain administrative energy away
from constructive refonns. In conjunction with the increasing
numbers of children in poverty and the depressingly bad economic
condition of many cities the new reforms could well lead to substantial
new increases in the achievement gap.'"

This outcome will almost certainly occur if the changes in the
schools are initiated One school and one district at a time. If, however,
the changes were expected to apply roughly equally across the
schools within a very large district. or across the schools and districts
within a state, there is some hope that greater equality of opportunity
would result.

Common, Challenging Standards and High Expectations
Could Serve Equity Well
The opportimity for a condition of equal expectations could be
enhanced under a system (large district, state or Nation) which had a
common set of challenging content standards and high peiformance
shundaals for all of its students. Within such a system the nature of
inequalities in resources necessary for preparing student s to reach the
common standards would be more easily exposed than under the
present system where the expectations differ across schools awl
districts. Differencos in the capacity (knowledge, experience) of
teachers to teach ie conimon material and in the quaW of textbooks
and school resources to support teaching the common material would
be more likely to be evident.

School Delivery Standards Are Critical
Nonetheless, if not accompanied by measures to ensure equal
opportunity to learn, national liM tent and iwilOrnia nee standards
coukl help widen the achievement gap between the advantaged and
the disadvantaged in our society. If national content and
perfOrmance stamlanis and assessment are not accompanied by
clear school delivery standards and policy measures designed to
afford all students an equal Opportunity to learn, the concerns about
diminished equity cot lid easily be realized. Standards aml assessments
must be accompanied by policies that provide access for all students
to high quality resources, including appropriate instructional
materials and well-prepared teachers. High COP Wilt and Performance
standards can be used to challenge all students with the same

5. The Nation linty already he seeing the cunsequonces if increawd pmerty among its
children. The most recent National Assessnii.nt of Education Progress shows a substantial
increase in the gap between majority and African Americim children in reading and
mathematics achievement for t he first time in ahnost t vo decades. Almst all of the increase
in Ihv gaji comes from a dechne in t It:. scores of Afrwan American studenN.
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expectations, but high expectations will only result in common high
performance if all schools provide high quality instruction designed to
meet the expectations.6

Federal Programs Can Help
Federal programs for the needy could offer critical assistance for
helping needy students meet high performance standards. For
twenty-five years, equal opportunity in this Nation has meant
something other than evenhanded treatment. Equal opportunity
means extra attention, resources and assistance for those with special
problems and needs. Through Chapter 1 (originally Title 1) of the
Elementary and Secondary Education Act (ESEA); Public Law 94-
142; and Title VII of the ESEA, the federal government has shown its
commitment to provide special support for economically
disadvantaged, handicapped, and limited English speaking students.
Many states have parallel programs.

Nothing about national standards suggests eliminating or reducing
these programs. In fact, given the renewed importance of opportunity
to learn in the context of consensus about what we want students to
learn, these programs should take on additional importance. Students
with special problems will continue to need extra help if they are to
have equal opportunity. It will be very important, however, to
consider the form of the assistance offered through the federal
categorical programs. In the past these programs have often been
designed to operate independently of the central curriculum and
instructional program of the schools. In the future, under a system of
challenging content and poformance standards, the federal
categorical programs must be designed and implemented in a way
that reinforces the opportunities for the most needy students to
perform to the highest possible level on the common c(mtent
standards.

Diversity in States and Local Districts
This section addresses questions 2 and 5 in the Ilouse report.. "What
the benefits and liabilities are of imposing uniform national
standards ... on an educational system where curriculum is
traditionally controlled at the state and local level?" and "Whether
uniform national standards are appropriate when there are wide
variations in the resources available to school system across stat es?"

We have already addressed the issue of "imposing" national
standards in our earlier discussion of "voluntary vs. mandatory"
education standards. Here we assume the standards would be
voluntary but consider the desirability of developing and
recommending them at the national level rather than leaving t his task
solely to the states and localities. We consider first the desirability of a
national consensus around specified cont ent goals and then we move
to the issue of variation in state and local resources.

There are a large number of examples of situations where poor and minority students have
NTH given challenging, high quality content and inst ruct ion and performed t high levels of
achievement. The story ofolaime Escalante's work in high school mathematics may he the
best known.
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What Would Be the Effect of a National Consensus Around
Education Standards on Our Educational System?

The Task Force believes that a national consensas around
education standards could enhance the sense of national
identity and communit y we need as our Nation bemnes
increasingly diverse. National standards could form a core, to
which states, localities and schools could add standards tailored to
the needs and interests of their students and communities. Given
such a consensus and system, we as a Nation could accotnmodate
divcrsity and still have a means of achieving a prime purpose of
public schooling: creating an informed citizerdy that shares
underlying values about democracy.
Qf course, there is a danger and col( nter-a rgu men f, name/ y that
?rational standards .atight be too centralizing, 10 ight Jact
mnstrain states, commun it l('s and schoolsfrom 1'e.S1)0101.119
effectively to the diverse goals all(1 needs of thei r mist it/lents
and students. Several safeguards in the system could prevent such
a situation from materializing.

First, as stated previously, the standards would have t.o be national
and voluntary, not federal or mandatory.

Second, the standards should he developed and viewed as a
common core that, where adopted, would he enhanced through
considerable state and local flexibility. For example, while national
standards should be sufficiently detailed so as not. to he vague, they
should be sufficient ly general so as to permit schools and teachers to
develop their own detailed curricula. One form that this flexibility
might take would be to build in state and local choices and options,
as in the sequencing of subjects or hi t he choice of lit erature within
each genre. Another form would he the addition by states and
localities of t heir own unique content and performance expectations
to reflect I heir own histories and popillat ions. This notion of
flexibility within a commor. core is supported by a variety of
evidence. Research in the United States, for example, shows that
central mrricula are only one of many infhtences on teaching and
that anthitious new state content frameworks are being interpreted
by teachers in a variety of ways. At the same time, experietwes from
other countries also provide various practical models for building
local flexibility into a nat ional framework.

A third factor mitigating against over-centralization is t hat t he
national standards could build on the already significant work done
by a number of states in reaching consensus about ambit ions
student outcomes. Calif( )rnia New York, Kentucky, Vermont, Sout h
Carolina and other states have developed or are beginning to
develop standards that national groups could adapt, adopt, mirror,
or borrow from. By building on more locally derived consensus, the
nat ional standards would not prescribe as much as they would
reinforce what has already been agreed to.

Are National Standards Appropriate Given Wide Varktions
in State and Local Fiscal and Human Resources?
Advocates argue that a benefit of a set of volt intary, challenging,
national standards is that where adopted they will provide an
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underlying commonality and standard of quality for the edlication of
our Nation's youth, thus selling to protect the national public
interest. Such, at least, is the overriding goal. A mitigating factor in
achievement of this goal is the fact that diversity in student.

populations and variation in state and local resources will contribut e
to observed variation in performance and delivery standards among
and within states.

WM Challenging )lational standards serve as common goals for
states and kwalities Which hare widoly varifing reSOn ."(WS?
Variation in resources should not be used to jnstify and excuse wide
variation in the qtiality of content presented or the levels of stiident
performance, as now occurs. The Task Force believes that, instead,
well defined and challenging national standards (content.,
performance, and delivery) can serve both to point out problems
and to establish clear targets for all states and localities to strive for.
This is a similar arginuent to that used earlier in the discussion of
equity issues. A primary condition that must be met, of course, is
that i.t.ates adopt the standards. Our sense is that this will depend on
the quality of the standards. If the standards are of the highest
quiality, there will be great moral and political pressure on most
states to adopt them. One by-product of adopting and implementing
the common standards will be that comparisons among states in
student performance, which already exist and will continue to exist ,

would have greater validity and legitimacy. This fact could cut both
ways as states consider whether or not to adopt the common
standards.

tates would not be confined to their own resol: ire base in
striving toward common, h igher standa rds. States and localities
could work together through regional consortia or other
cooperat ivy mpitigs as many already are t o overcome
differences and deficiencies in resonrces, Such cooperat ion could
easily lead to higher quality enrricula, instructional mat erials,
teacher professional development, and/or assessment instruments
in order to help (gisure higher levels of shident performance on the
content mid pedOrnul nee standards in all the part icipat ing
localities.

Feasibility and the Standard-Setting Process

This part of the report addresses the questions on feasibility in the
House report.

Feasibility

Can this Nation develop high quality milt ent , performance, and
delivery standards'?

Testimony and Direct Evidence Indicate That It Is Possible
to Develop High-Quality and Challenging National
Education Standards.
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The National Council on Education Standards and Testing has heard
considerable testimony from teachers and other education
professionals in the five subject matter areas, from states, and from
the developers and the governing board of the National Assessment of
Educational Progress (NAEP). In addition, the Council has received
information from the College Board about their AP and Achievement
examinations and from a variety of sources about the experiences of
other nations. This testimorr: and evidence indicates that:

High quality and demanding national content standards have
been and can be developed. The NCTM standards are an existence
proof for the United States for national content standards which
encompass Kindergarten through Twelfth grade. The California
Frameworks are examples of high quality content standards for our
most populous and diverse state.
Demanding performance standards for students have been and
can be developed. The performance standards for the AP
examinations are an example in the United States. (For more
discussion of this issue see the report on assessment..)

The Task Force belUmes that appropriate delivery standards
could be developed for meeting the demands of challenging
content and performance standards, but there is little relevant
experience in the United States. In the United States, delivery
standards (i.e. accreditation standards) have typically been
developed independently of the curriculum since there are no
common content standards. For the United States, the specification
and use of delivery standards associated with common content
standards (e.g., high quality curricular materials and professional
development programs based on the content standards) would be
breaking new ground except in rare areas. One exception is the
guidelines for instruction proposed by the NCTM which is associated
with the NCTM Standards. Other exceptions are the materials
associated with Advanced Placement courses and the International
Baccalaureate.

Although Examples of Challenging Frameworks and
Demanding Performance Standards Exist in the United
States, this still Does Not Demonstrate the Feasibility of
Developing Challenging Educational Standards Which Are to
be Explicitly Adopted as National (Although Voluntary)
Is not the Nation too ethnically and culturally diverse and are not our
traditions too rooted in state and local governance and control to
allow us to reach the national "consensus" over content and
performance standards that would make their developmen'.
uitimately worthwhile? There are a timber of key issues here:

A byproduct of this argument raises the possibility that national
standards, developed by consensus, will not be challenging.
Experience in education and hi other sectors teaches us that
st andards set by governments are likely to he set at minimum levels,
the lowest common denominator. Current debates over the extent
to which content must reflect the racial and ethnic diversity of the
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Nation, and over the extent to which each school's focus must
reflect its own racial and ethnic makeup, underscore the difficulty of
reaching "consensus" except at a superficial level. In a Adition,
"consensus," and therefore acceptance and ownershir is
endangered by disagreemiat over controversial curriculum issues,
like the teaching of evolution. However, a variety of experiences
provide counter-examples to these arguments.

The fact that challenging and high quality content standards,
even in sensitive and particularly complex areas such as
science and history/social studies, have been developed in a
state like California, which has great diversity, indicates that
the challenge of diverse opinions can be overcome by hard work
and careful attention and respect for differences of opinion
among the various interests. California has been able to adopt
sophisticated and complex curriculum frameworks in mathematics,
social studies, and science. We are not suggesting that. the task will
be easy witness New York state's recent exp.rience with their
History framework but we do believe that it is feasible.

The fact that the NCTM as a professional group has reached
national "consensus" on content standards is a positive though
not entirely convincing argument fbr our ability to bridge the
strong state and loc& traditions of our Nation. The nationwide
agreement among professionals in mathematics and mathematics
teaching reached by the NCTM on very challenging content
expectations are echoed by the experiences of the several subject.
area standards Task Forces formed by the National Board for
Professional Teaching Standards (NBPTS). Neither of these efforts
reflects any watering down of content or avoidance of controversial
issues. As the NCTM standards or closely cloned versions of the
standards are adopted by more and more state Boards of Education,
the argument for the power of compelling, high quality, yet
voluntary, national standards becomes more convincing.

It is clear from these examples (and fmm others such (t.s NAEP)
that it is fea.sibk? to develop national education standards which
are far more chllenging than the (I(? facto, in in imal, basic skills
standwds which :iresently drive m uch of American education.

Standard-Setting Process

Even with these examples of the feasibility of developing challenging,
voluntary, national standards, however, we do not know the extent to
which the standards will be embraced by the ptthlic and thus the
extent to which they will ultimately affect our Nation's schools. To an
important degree, the Task Force believes that the extent of the
influence will depend upon the level of ownership of the new
standards felt by the Nation's education profession, federal, local and
state policy makers, parents of all children, and the public. Ownership
of the new national education standards by these various constituents
will be an essential cornerstone of the Nation's commitment to change
the content and quality of instruction in our schools. Moreover,
ownership of the new national standards will generate a vision to
guide the actions of stat,: and local policy makers, to focus reform and
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the use of resources in schools, and to provide purpose and content to
teacher professional development.

How Can a Process for Developing National Education
Standar& Be Created that Will Ensure that All Interested
Participants, Including Teachers, Have an Opportunity to be
Heard?
For national standards to form the basis of a shared national vision of
what schools can deliver they must accurately reflect what we as a
Nation want students to achieve. They must represent a true shared
understanding of our goals for student academic achievement. Yet,
how ean we expect policy makers, the public, and many education
professionals to aspire to new and challenging standards if they have
not had the opportunity to be exposed to them'? In order for the public
to embrace challenging standards of "world-class" quality, it must be
given the opportunity to engage in a national discussion with concrete
examples of high quality content and student performance. Expert
judgement must be discussed, debated, and refined by widespread
public participation. Parents, business leaders, citizens, political
leaders, university educators, and even students throughout the
Nation should be involved.

Approaches to Standard-Setting
While there are a variety of ways that a standard-setting process could
be conducted, there are three main approaches.

7'he.first approach is the most efficient in cost and tinw: it
begins at the .national hwel (Ind relies largely on professional
inputd,'om throughout the Notion. This is the model that. has
traditionally be used by NAEP though recently the NAEP process
has broadened significantly. In this model no direct attempt is made
t o influence the minds and hearts of most state and local educators
and policy makers, parents, or the public at large.

The second model begins (it tim k)cal and state level and
iterates existing documents and concerns that are
synthesized at the national level. This model has the advantage of
building on existing work and has some substantial grassroots input.

The third mo(kl starts with professional judgement and
examplesfrom the national level and then looks to the state and
local level fbr go Ounce from wide variety of sou ?res. In this
third model prototypic education standards would move through at .
least one and preferably two iterations from the national to the state
and local levels and back for continued refinement. As the iterative
process continues the hope is that ownership by all %roups across
the Nation would substantially incr e. This is similar to the model
recommended by the technical advisucy group ) Goat 3 of the

National Education Goals Panel.

Task Force Recommendation
The Task Force recommends the third model. Though we recogniw
that it would be the most costly in time and money we believe the
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investment would be worthwhile. Our strong sense is that this model
offers the best chance for engaging a wide spectrum of the public and,
consequently, has the greatest promise for helping in the successful
implementation of the new, challenging education standards
throughout the Nation.

Jan -nary .& 4 , 1 9 9 2
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Appendix F

Report of the
Assessment Task Force

Introduction

Part of the Council's congressional mandate is to report on the
following issues:

. . whether, while respecting state and local control of Nlucation,
an appropriate system of voluntary national tests or examinat ions
should and can be established, such as American achievement
tests, that will provide prompt, accurate information to parents,
educators, and policymakers on the progress being made toward
the specific education standards by individual students, schools,
school systems, states, and the Nation as a whole (if such
standards can be established). The goal of any such systein shall
be to foster good teaching and learning, as well as to monitor
performance,"

"A discussion Of the validity, reliability, fairness, and costs of
implementing a system of voluntary national tests or examinations
shall also be included in such report."

It is our purpose to consider the desirability and feasibility of a system
to assess the National Education Standards. Our report will address

The views erinv.ssed th append id. repo reflect the ?pork of
this Task Force a nd air not necossarily those of the Council.
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the validity, reliability, fairness, cost, an(1, particularly, potential
impact on students with special needs. The report is organized into
five sections: 1)background, where we provide context for our
deliberations and discuss important terms including assessment
purposes, uses and misuses; 2)desirability, where we consider the
present assessment system, a sample of arguments for and against a
system to assess national standards, a set of desired principles and
requirements for the system, and propose state and national functions
and roles in a new system; 3)feasibility, where we identify issues that
must be solved to assure feasibility; 4)implementation, where we
propose early steps to he taken; and 5) issues, where we discuss
concerns the members of the Task Force wish to bring to the
attention of the Council.

Background

Context
For many Americans, the vision of a renewed educational system
includes assessment as a central component. They desire a system
where assessment challenges all students and educators to do their
best , opens up new opportunities and accomplishments for everyone,
and provides incentives to improve the quality of America's schools.
These hopes arise from a variety of perspectives from the big
picture that our Nation cannot permit its education system to
erode if we are to flourish in the future; and from close-up
experience that educat ion is fundamentally a student-by-st udent
proposition where rich accomplishments, verified by assessments, Can
develop a child's abilities and sense of worth in positive and powerful
ways.

We approach these compelling goals for assessment with many
reasonable reservations. First we recognize that any national system
must honor the traditions of local and state responsibility for
education and, consequently, for flexibility and adapt at ion. Second,
because of our extensive experience with tests, data of other types,
and accountability aft empt s, we realize we must have high standards
for the quality and fairness of t he assessments, Third, an assessment
system of the scope imagined is a new enterprise for our Nat ion, so we
must, make sure we avoid the salient harms unintentionally created by

assessment systems in the past .
Our deliberations have been sometimes emit entious aspirations

differ; reservations vary; evidence is credible to some and but not to
others. We have omit ted the technical del ails of our disagreements
and have described basic principles about which we agree
principles that must be followed if any assessment syst em is t
provide benefits while offering needed protection. If requirement s we
propose are met , we believe we may succeed. We believe we have a

place for this Nation to begin.

Purposes, Uses, and Misuses of Assessment

A systerr t o assess t he nat ional standards may have many pumoses,
among which we distinguish five:
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monitoring progress toward National Education Goals

holding, schools or students accountable for performance

certifying individual achievement and accomplishments
improving instruction

evaluating the effectiveness of schooling or reforms

Each of these five functions is assumed to be in the servic 01 larger
goals the improvement of our children's accomplishments and the
quality of their educational experience. Nonetheless, these five
functions are distinct and impose different, requirements on an
assessment system.

The follown g section is offered to explain frequently used terms as
well as to help the Council use the cemmon language when discussing
the content of the report.

Monitoring
Sound educational policy decisions require dependable information
about achievement, of the National Erkcation Goals. e leally this
information provides an independent and relevant picture of
educational progress. This information can be acquired in cost-
effective ways that do not require the assessment of every student. or
school every year. Examples of monitoring assessment systems are
the National Assessment. of Educational Progress (NAEP) and many
existing state assessment programs.

Accountability
Tests and assessments are frequently viewed as means of holding
schools and educators accountable for student achievement. Test-
based accountability has, in the past, focused attention on the goals
and content that are tested. Unless tests focus on the full range of
important outcomes, (lir-de:Winn and instruction become narrowed.
Accountability does not have to depend only upon test results. For
example, we conld hold s( hools and educators accountable for
promoting high levels of competence in certain subject matters and
for assuring that all children have a wide range of important. learning
opportunities in tint est ed areas, such ;es foreign language and the arts.
Systems coqld be held accountable to assure that qualified teachers
are teaching in given subject areas. What makes accountability
problematic in every domain is the pressure? it creates to find
inappropriate short-cuts in order to produce "good results." The
higher the stakes, the greater the pressure. Thus it is important that
the assessment s, as fully as possible, reflect all important goals.
Furthermore, we must be vigilant t hat the integrity of the assessment
is protected against corruption of various sorts, For these reasons, the
same assessments can alniost never provide simultaneously good
monitoring and accountabilk, information.

Certification
The use of assessments to certify the accomplishments of individual
students is undertaken for many purposes: to develop highly
accomplished members of our society, to demonstrate and focus the
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impact of educational services, and to encourage student effort to
achieve valued ends. For all of these purposes, it is essential that
standards of achievement, the steps that will help students progress
toward the required standards, and the benefits of certification be
communicated openly to students, teachers, parents, and the public.
Because of the consequences of certification for an indivklual's future,
the certification purpose of assessment also carries with it the
strictest technical criteria for validity and fairness. Standards and the
tests that measure them for one individual's certification need to be
equivalent to the standards and tests used for any other individual.
Furthermore, certification assessments that tie consequences to
individual performance for instance, denial of high school diplomas
-- or are required for particular employment, have specific legal
precedents that set useful and important standards for instructional
environments or the relationship of the assessment to actual on-the-
job skills.

Instructional Improvement
Assessment can be an integral part of effective teaching. Indeed, the
best assessments and instruction expect the same active involvement.
of students in problem solving and the development of skills and
understanding. Assessments that are used to improve instruction,
however, are likely to differ from those used for the other purposes
noted above in a number of important ways. The key audiences for
assessments intended to improve day-to-day instruction within
individual classrooms are students, teachers, and rarents. Intensive
teacher involvement, in the development, scoring, and use of
assessment information may be critical to this instructional
improvement. function. Assessments used for this purpose must
provide timely feedback on student performance to both teachers and
students, and they must provide both teachers and students with
clear models of the learning and performances that are desired. In
addition, the needed frequency of assessment is likely to constrain the
usefulness of external tests more for this purpose than for the others,
because teachers must make myriad and frequent decisions about
instructional content and style.

Evaluation of Schooling or Programs
The evaluation of schooling requires more than only dependable
information about student. academic achievement.; it may also require
assessment of non-cognitive outcomes, like attitudes, levels of
participation, and interests as well as clear information on parental
education, poverty and other non-school factors. Assessments
designed for monitoring purposes can often be used in evaluation
studies, but, in addition, it is almost always expected that the
evaluation will allow inferences about the likely causes Of assessed
performance. These causes or influences may be the impact of
particular reform interventions, in combination with student .
background factors. To draw strong con chisions, it may be necessary
to collect iongitudinal information on the same studelas to assess
their growth in achievemein and other desired mitt imes. Uses of such
evaluation may be formative, to improve the particular program or
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schooling effort, or summative, to make a go-no-go decision about a
particular program or strategy.

High-Stakes Use
Much conversation in assessment focuses on high-stakes uses of
assessments. But what constitutes high stakes? The phrase means
different things to different people. In the present context, however,
the key is whether performance on the assessment has substantial
consequences for participants in the educational system. The
consequences of an assessment might be desired by or imposed on
students, teachers, or administrators. A clear form of high-stakes use
is individual certification, in which some important event for
instance, graduation from high school, admission to college, or
selection for employment is made contingent on performance on an
examination. Other relatively high-stakes uses include proposals to
make teachers' compensation or state financial aid to schools or
districts contingent on scores. High stakes occur when test results are
used to compare schools in choice programs. An essential and
complicating lesson of the test-based reforms of t.he 1980s, however,
is that tests can become high stakes even in the absence of severe,
externally announced sanctions of this sort. In somt instances,
publicity alone was sufficient to spark a chain of events sufficient. to
make tests high stakes, for example, by inducing district or building
administrators to use test scores as an important criterion for staff
evaluation. Whenever consequenr0s of test scores are substantial for
individuals, issues of validity, reliability, and fairness become more
difficult. Where high stakes are more a nmtter of perception than
actual consequences, issues such as fairness may be less salient , but
the risk of unintended deleterious effects on instruction and less
trustworthy results are substantial nonetheless.

Test Misuse
Concerns for misuse of tests int1 other assessments are at the core of
many reservations about the implementation of mandated
assessments as instruments of national policy. Why is this issue so
important? References such as I he Stanthl Ids,f. or Ed !mit ional a ad
Psychological Tests and the report of the Nat ional Academy of
Education emphasiw, among other issues, that the validity of an
instrument or assessment does not solely reside in the t est itsHf, but
depends as well upon the ways test results are used. At the most
global level, misuse occurs when results are used for tmint ended
purposes. And it is important to note that significant writers in the
field believe that differences between api wopriat e use and misuse are
not always crystal clear. One kind of misuse involves an inappropriate
interpretation of the purpose of the test. For example, a misuse
occurs when tests that are intended to provide information on
strengths and weaknesses to ihiprove instruction are used to label
students. Another misuse might result from using a measure with a
weak base of evideitce, for inst ance, in making certain certification
clecisions hased on a single, weakly validat ed measure. A I hird misuse
involves the consedilences of usitig given ineasures to make decisions
ab,)ut students rest ilting in unfair decisions. Misuse is a paramount
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concern because if misused, tests can undermine efforts to improve
education and can harm children. Misuse is important because it may
lead to erroneous judgments about educational performance. Tests
are not valid in and of themselves; rather, they are valid only to the
extent that they provide a firm basis for reaching specific conclusions.
A test that is well suited to supporting one type of conclusion may be
entirely inadequate for supporting another. One use or misuse of
a test may undermine its validity for another use, For example, using a
test for accountability and thei eby encouraging teaching to the
test will generally undermine the validity of that test for monitoring
progress. While there are many other instances that can be cited of
test misuse, it is important that reasonable steps are taken in any
proposed system to avoid the harms caused by test misuse.

Desirability of System to Assess the National
Standards

Present State of the United States Assessment System

Education in the United States is test-happy. We expend significant
resources on student testing, data collection of "hard" information,
program evaluations, and report preparation all undertaken
nominally to meet the major purposes of assessment. Fow believe that
the present system is successful. Information is inconsistent and often
incoherent. The information provided is seldom timely and there is
little articulation among tests given for elenwntary, middle, and
secondary school students. Despite the preoccupation with testing,
we have no real assessment system. How can we explain our
predicament?

Many external tests and assessments float free of the core reality of
classrooms, curriculum, and teaching practices. Teachers are
expected t,o "use" test results to improve their day-to-day
instruction, but rarely are assessments, curricula, texts, and
teaching practices aligned. Tests and textbooks often emphasize
different goals and content. Moreover, teachers are taught in
teacher education programs "book-learning" about tests, but not
much about how such information can be of practical use. Sadly,
knowledge provided by test results has r--4. been "power" for
teachers.
Test-based accountability, while a compelling idea, has seldom
worked in its present form. Standards of performance may be
lowered so that schools will not look too bad. Test content is
simplified. The press and public make incorrect inferences from test
scores. Because the tests may not be aligned with curriculum and
instructional practices, there are no clear guidelines for how
teachers ci' I use the test information to improve instruction.
Consequently teachers, onite rationally, may teach children "test-
taking skills" rather than t matter. Valuable instructional time
is spent practicing simflar i .13 or tasks as On the test a
reasonable but ultimately counterproductive alternative because
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tests always are limited in coverage. Effects are worse when test
items are shallow or trivial. The curriculum that children are taught
constricts to what is on these tests.

Some but not all analysts believe, therefore, that our tests can be
blamed for much of the poor teachii:g and low quality materials
found in some of our schools. Many tests provide a model of "quick,
right answer," piece-meal learning, and artificial divisions of subject
matter into microskills. These tests are thought to exemplify a
discredited view of learning a view that basic skills must be
learned before complex thinking. While it is arguable that tests alone
are responsible for the type of instruction found in all too many
schools, it is clear that we have not sufficiently explored ways to
assess students' deeper knowledge of subject matter, complex
problem solving, and clear communication. And what about good
citizenship, commitment to hard work, arid team building? What
about subjects other than the core subjects?
Even high quality tests may be misused. They provide an illusion of
precision. Federal testing requirements for program services and
accountability result in classifying students in ways that frequently
retard student progress rather than support it. Assessments have
included material that is biased against children of different races
and gender. Mandated tests have a particularly bad track record
with Limited English Proficient (LEP) students, disadvantaged
students, and other special populations. Some test misuse in schools
occurs without sanction, despite the dismay of test experts and
commercial testing companies.

The costs of our present system are high, not so much because the
tests and information are expensive but because they are so rarely
used to make things better. Bureaucracies demand accountability
reports for Federal and state funds. These reports seldom inform
policy but provide the appearance of "bottom-line" management.

A bright spot is the NAEP, which in its present model with current
constraints provides reasonable information on the quality of the
Nation's achievement. It functions well as an independent
mechanism to monitor national and state progress toward the
National Education Goals, particularly Goal 3. NAEP can do this
because it is not burdened with more than one purpose. If we were
to add accountability to its purpose of monitoring national progress,
its continued utility for monitoring would be questionable.

The present system also has many resources in the form of expertise
of commercial developers, and innovative new assessment :. coming
from them and from the schools, universities, and dedicated
individuals committed to improving the way we assess students and
use results.

In sum, our present system of assessment has substantial weaknesses
as well as some strengths, and many of us believe t hat it cannot serve
as a major impetus for fundamental change. The issue before the
Council is whether, and to what degree and under what conditions, a
new assessment system would be better able to assist in the current
reform agenda.
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We have at least two reasonable alternatives: 1)not to (Ise
assessment as an instrument of educational policy or 2)to redesign a
new strategy from the ground up to assess national education
standards.

Arguments for a New Assessment System

A sense of urgency coupled with persistent American optimism has
resulted in a raft of arguments for a new assessment system. Some
arguments are put forth with a particular vision and belief that it is
most critical to change the form of the tests front multiple choice tests
to performance-based tasks. Others hold that attaching real
consequences to performance is essential. Below is a summary of the
range of aspirations for a new assessment system (butt not necessarily
a single national test). Notice that there are conflicts and tensions
among some of these arguments. The first set of arguments focus on
assessments in general.

Assessments are the critical instrument of educational policy. They
are a cost-effective lever for changing the system. They give us
something to shoot for. They let us know how we are doing. They
will motivate students, their parents, and the system to work harder.

To motivate students and teachers to work harder, new assessments
must have consequences for the world outside of school as well as
that inside of school. If assessments count, in the job market or for
college application, students will try harder.

Both special education and LEP students have been excluded from
assessments. The major problem wit h this approach has been that
these students are then placed "outside of accountability." A more
inclusive approach towards assessment is needed if equity concerns
are to be respected.
America needs a wake-up call. In fact, each local conununity needs a
wake-up call. Only clear test results will convince local conununitieE
and parents that their own school and their own children may have
serious problems.
Common assessments are an essential component to open up choice
of public schools or edticat ion program to parents.

An assessment system will give renewed meaning to high school
diplomas and restore public confidence in educational instil ut ions.

Recent polls show that the public wants some form of national
testing. They want to be able to know how kids in different schools,
districts, and states compare against conunon standards.
Tests can help to overcome inequity. Students should 1W judged on
how they perform and not on of her characteristics. Unless all
students are helped to achieve high standards, we will perpetuate, if
not exacerbate, the class and racial divisions in this Nation.

If the education goals and standards are going to be more than
rhetoric, we must assess our progress toward their achievement.
Education has not improved because tests have tew real
consequences for students, Students must be held to high standards
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and not passed through the system because of time spent in
classrooms.

Test-based accountability is the "bottom line" of education. IIntil
teachers and administrators are made to feel responsible for their
students' performance, they have few incentives to change vthat
they do.

Our evaluation systems have too many mind-numbing procedural
requirements. We need to allow more creativity in the system by
holding schools responsible for outcomes and let schools develop
ways to achieve them.

Some argunwnts for a national system of assessment depend upon a
specific vision of assessment and tests as part of a larger educational
reform effort. Critical to this view is the importance of aligning testing
to curriculum and instruction. Arguments in support of this view
include the following:

Our international partners in Europe and Asia have education
systems that produce a high level of literacy and competence.
Testing linked to curriculum is a component, of these systems. A
national examination system, based on clear curricula and on
examinations that can be prepared for, could also be used in tins
country.

Aligning standards, curricula, and tests will permit clear
communication to all constituencies in the educat ional community.
Information from measures will make sense and educational
resources can be coherently focused to rapidly improve our stat,us.
Evidence in support of t,his view can he seen, for one segment of the
student population, in the recent report of Advanced Placement
Tests.

Other arguments hinge on t he use of a particular form of assessment
as a way to integrate curriculum, teaching, learning, and assessment:
performance assessment. Performance assessment requires students
to complete challenging tasks that call for deep understanding of
subject matter, problem solving, and communication. These tasks may
be conceived as extended projects, hands-on demonstrations such as
conducting experiments, or portfolios, where students include
evidence of a range of accontplishments or their developed expertise.
Currently numerous local and state ethication agencies are developing
such assessments. Among the advantages cited are:

Assessments can he more engaging for students and more
understandable to parents and the community.
Working on the development. and t he evaluation of performance
tasks provides an invaluable experience for teachers. Performance
assessment brings together assessment and teaching in a powerful,
concrete way.

* Scoring performance assessments enables teachers to develop a
clear understanding of the qualities of successfU work, i.e., what it
means mid how to recognize it. Students can use the scoring system
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to assess their own work and internalize high standards.
Performance tasks provide models for teachers of the best
instructional practice. Even if a teacher does not help design a
performance-based assessment, she or he will be given a dramatic
new way to conceive of and to improve instruction.
Performance assessments that are cumulative encourage students
to take responsibility for their own learning by reflecting on their
own work.

Because of the integral relationship of performance assessment and
learning, the harms previously associated with mandated
assessments will be mitigated.
Numerous local and state education agencies are developing these
assessments already, with reports of great enthusiasm by
participating teachers. We have an eager clientele for educational
assessment of this form.

There is considerable sentiment, momentum, and passion for the
development of new assessment systems.

Arguments Against a New Assessment System

Yet, there is no shortage of arguments against a national system of
assessment. Parallel to the arguments by assessment proponents,
opponents frame their objections in the light of certain assumptions
about the planned system. Again, let's begin with the most general
concerns pertinent to almost, any system of assessment that may be
envisioned.

Externally mandated tests have not worked in this country, There is
no reason to believe they will work this time.
A major danger of a national system is that it will be asked to fulfill
too many purposes simultaneously monitoring progress toward
national goals, instructional improvement, accountability, and
cerffication. No single measure can meet these multiple
responsibilities.
We already know our system is in trouble. Let's fix it before we test
it. We do not have resources enough to spend on teaching, books,
and chalk.

The en vironwen ts from which some children come with
conditions of poverty, poor health, and inadequate family support
make our educational system less likely to be successful with tests
or without. them.
A national assessment. system will exacerbat e rather than solve the
equity problem. Sports metaphors notwithstanding, having tests will
not level the playing field. Disadvantaged children, LEP students,
and children with various special needs have to go farther to meet
the standards. They may fail and be left behind
National tests mean national curricula. They will inevitably result in
the usurpation of educational authority from states and localities
and result in greater eentralization of control
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Extrapolation from European systems is inappropriate. The United
States has greater challenges in the diversity of its student body, no
formal policy of early tracking into academic and vocational
programs, no nationally centralized curricula, and no recent
tradition of a highly regarded teaching profession. European
countries have a range of social, health, and family support systems
lacking in this country.

A national assessment system by itself will not result in educational
reform on the cheap. Without resources to build the infrastructure
we need to improve curriculum, teaching practice, and the quality of
teachers going into the schools, we are doomed. And even if we had
the national will to make these changes, we don't have the resources
to do so.

Standards are a big step forward, but so far our examples are very
generally phrased and may be subject to wide interpretation. We
need carefully constructed currici before we can develop
adequate assessment instrument,. Specific tests, if created before
specific curricula, may drive educational reform in a direction
undesired by educational policy makers and repeat previous
failures. So we can not do this tomorrow.

Holding students accountable or requiring certification that has real
consequences (for graduation, employment, or opportunity for
further education) may be subject to judicial challenge unless school
systems can demonstrate that adequate notice of expectations and
reasonable opportunity to learn have been provided.

Some negative arguments focus on a system of assessment t hat would
permit individual states or groups of states to develop their own
performance assessments of the national standards. Illustrative
concerns include:

Validity studies of performance assessment are just beginning and a:3
yet we do not have strong evidence in support of performance
assessment. At this point, they are risky for use for student
certification or other high-stakes consequences.

Fairness of performance assessment results may present problems
for two related reasons. First, the evidence to date suggests that it is
hard to demonstrate even limited generalizability that is,
successful performance on one task is related to performance on a
similar but slightly different task or topic. If differer students
complete different tasks, assuring the comparability of their results
is difficult. Secondly, the effect of comparability of administrative
conditions will need to be deternaned, so as to assure that all
children are assessed under standard conditions.

Performance assessments may prove especially difficult for
disadvantaged learners who have not had instructional experiences
in extended complex task performance. Evidence (from NAEP)
suggests that minority students complete open-ended tasks at a
much lower rate. Changing the kind of assessment is no immediate
cure-all.
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Performance tasks presently depend substantially on written and
oral communication, even in subjects such as science and
mathematics. LEP students could be unfairly affected by these
tasks. In addition, ther may be more opportunities for biases based
upon superficial qualities of language (such as a foreign accent or
Black English features) to influence judgments.

The logistics of performance assessment raise questions of
practicality. It is not an efficient format; provisions for students not
being tested require extra resources if learning is to go on while the
testing is in progress.
The costs of this system in terms of teacher development, task
development, administration, scoring, and validation are so high as
to be insupportable.

Because the Council has already expressed sentinwin against using a
single national test, no arguments, although they are numerous,
convincing, and ..rong, will be put forth against that alternative, such
as using an individual form of NAM'.

Summary of Arguments
Although it might be desirable, we have not presented counter-
arguments and rejoinders to each specific point raised on behalf of or
against a new assessment system. How can we summarize the
arguments? Some arguments for a national system focus on principles
of good management, incentives, and communication. A set of these
arguments implies that our failures with assessment and testing in the
past can be overcome with new forms of assessments, assessments
more closely linked to teaching and focused on valued
accomplishments of students. These arguments are essentially
optimistic and have relatively little evidence in their support.

Arguments against a national system are based on our past
experiences with assessment and on doubts that changes intended by
new assessments will actually occur. New, performance based
assessments have not as yet accumulated a sufficient track record on
validity, reliability, fairness, practicality, and efficiency to permit their
wholesale adoption as a national policy for all assessment purposes,
and for high-stakes purposes in particular. No single examination has
been able simultaneously to serve the purposes of monitoring system
progress, student certification, accountability, instructional
improvement, and school evaluation as 1,vell as maintain the validity of
the measure for all its purposes. At minimum, we must consider
different, assessments for different purposes.

One partial way out of this negativism is to look t oward the
provision of indicators of school and system capacity as means to both
assess the quality of the system and to provide collateral evidence
relevant to the validity and fairness of the student performanc
assessments.

Although most interest and discussion have been devoted to the
development of student assessments of the national standards, the
adoption of capacity indicators requires a significant conmiitment of
energy as well. To this point, there have been numerous efforts to
assess capacity, in terms of resources and educationr.1 processes.
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Some have been created to report to the public on the status of
schools, for instance, School Report Cards that include information
both on capacity at the school and on school performance. Some have
been used as accountability mechanisms with varying success. Sonic
of these have been cast in the form of educational indicators of inputs,
processes, and outputs as means to monitor and explain changes in
our educational system. The recent report, Education Counts,
prepared by the Congressionally mandated study panel on indicators
provides a detailed vision of the benefits ofan indicator system.

Capacity indicators may provide sources of evidence that will
increase our confidence in results on outcomes. But indicators of
capacity are not without problems. One limit and consequently a
soiree of tension is how to achieve some comparable level of
reporting from school to school, for instance without overlooking
special and important characteristics or efforts of the school. We also
need to keep the level of documentation from being burdensome.
Finally, we wish to reduce the likelihood that reporting on capacity
will result in explicit regulation and prescription.

How can we proceed'? First, we must cut our interest in capacity to
the bare but essential minimum. Three attributes of system and
school capacity are essential to the interpretation of student
assessment. (Depending upon the final character of the system and
school capacity indicators, other elements may be added.) The
minimal elements are:

equal opportunity to learn curricula implied by the standards
learning resources, instruction, curriculum, teacher and student
assignment;

specific issues about environments for populations with special
needs;

procedures to avoid test misuse.

Information on these points is essmtial to determine the validity and
fairness for any high-stakes use of assessments.

To summarize our views:

We all believe we can devise methods to improve the way we
monitor our progress toward national goals.

Most of us believe that we cannot use traditional tests as
accountability tools to improve performance.

We only have partial evidence on the likelihood performance
assessments will be successful. We are concerned t hat changing the
form of the assessment will not solve basic problems of
inappropriate use and we will need to build a carefully document eel
set of experiences about practicality, validity, reliability, and costs of
their use for different assessment purposes.
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Our Vision: Toward a System to Assess the
National Standards

We conclude that there is no ready-made examination system
available for instant use in the assessment of national standards. None
brings together the hopes for assessment and the protection against
previous failures. But we recognize that assessment is a critical part of
the educational reform process and a desirable and appropriate
requirement for public enterprises. We realize that we cannot wait
until we have researched, debugged, and resolved every unknown. We
must cautiously begin to move now.

We recommend a fundamental rede, ign of our assessment
system a redesign that can start immediately but will take time and
care to come to fruition.

We support an assessment system that protects children from the
harms of test misuse, from unfairness, and from poor quality tests
and assessments.
We support an assessment system that holds schools accountable
for providing high quality educational programs and for producing
the intellectual accomplishments Americans expect of all of their
children.
We support a system that fosters rather than inhibits creative and
demanding teaching.
We need an assessment system to help us assess our progress
toward the National Education Goals, and one that provides
understandable information that will help mobilize families,
students, educators, and the whole community to rededicate
themselves to the cause of learning.

Our strategy is based upon a few basic assumptions:

No one test or assessment should be asked to serve all the
assessment purposes. We need, at this point, a system made up of
articulated components, glued together by their adherence to
content standards, and serving explicit purposes for assessment.

There is good in the assessment system that should be retained and
expanded. Excellent progress in assessment design by states and
localities and by commercial test publishers should be put to use in

this new assessment system. Most of these efforts focus on the
instructional improvement uses of assessments.
Sufficient safeguards must be built in to the system to protect
children, particularly disadvantaged, LEP, and special populations,
from negative consequences of the system while it is being refined.
Further, assessment should be extended to areas of particular
concern to these groups. For example, it is important to ensure a
comprehensive assessment of English language skills for LEP
students.
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We propose, therefore, the development of a system to assess the
national standards which cleaves to the following principles:

it is always conceived as a part of a larger educational reform effort.
Assessment is not adopted as a quick fix.
It functions as a system -- not as a cacophonous set of information
that provides little guidance. Performance information will be
articulated. There will be coherence among assessed grade levels.
There will be relationships between information secured to assess
system capacity and system performance. Inappropriate uses of the
assessments snould be avoided.

It is developmental. We understand it will evolve and change. We
will avoid practices that prematurely freeze new -.:ssessments.

It is empirical. We will invest increasing reliance on its results as we
develop experience and evidence of its validity, reliability, and
fairness for each use and the consequences flowing from each use.

It will begin with assessing content knowledge because that is what
is technically the most feasible. However, there must be the
understanding that students do not learn if they are not, interested
in the subject mattei . Thus, direct assessments of student
motivation to learn need to be deveioped to supplement assessment
of knowledge.

e Because of this experimental nature, we want to monitor the impact,
of the assessments on th- educational system. If we are in error, we
are committed to changing our policies.

The assessment system will be practical ano economical. It will
collect as much information as is needed with minimal disruption of
instructional time for valid decisions but no more.

Overall Requirements for an Assessment System to
Assess the National Standards

The new assessment. system must be designed to ensure that states
and local districts have t he primaly responsibilities for creating and
:mpleinenting assessments for the purposes of accountability, school
evaluation, student cer: cation, reporting to parents, and
instructional improvement. Such responsibilities should be state and
local because decisions about schooling are made primarily at the
state and local levels. Furthermore, th:.:re is no single best, method of
assessment. We need to provide for the creative development of
multiple alternatives to assess the national standards.

The responsibility for assuring the quality of these assessments
would reside at the national level. The national level would also be
responsible for monitoring progress toward the National Goals (this
responsibility would be fulfilled by using NAEP, as it is modified to
reflect emerging national content standar(Is), additional national
responsibilities are independently evaluating the impact of the
assessment system on the Nation's educational quality and equity,
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and providing resources for technical assistance, research, and
development on assessment so that the system may be improved.

State and Local Responsibilities

States or groups of states have the responsibility to devise
differentiated assessments of the national standards. They may use
these different assessments ultimately for purposes of monitoring
progress, accountability, student certification, instructional
improvement, or school evaluation. For a state to participate in the
system to assess national standards, its assessments must meet
certain assessment quality standards.

States are to be encouraged to explore wide options in how they
approach the design of assessments of the content standards. They
are encouraged to develop innovative schedules of administration and
improved procedures to report to their publics. There will be many
legitimate strategies adopted by states to reach the content
standards. Consequently, it is expected that there will be diverse
interpretations of these standards in curOculum and teaching
practices. This diversity is to be encouraged and is a welcome part of
our Nation's educational heritage. But all assessments used as part of
the national standards process must be developed to reasonable levels
of validity and fairness.

National Responsibilities

There are four responsibilities at the national level:

1) Assuring quality of assessments
2) Monitoring progress toward Goal 3 of the National Education

Goals

3) Independent studies of the impact of the assessment system

4) Technical assistance, development, and research

Assuring Quality of Assessments
Assessments must be judged to be consistent with the national
standards and to meet criteria of validity, reliability, and fairness.
Without this quality assurance at a national level, we have no way of
developing a truly national system. Quality standards for the
development and use of assessments will be developed and adopted
by a nationally authorized entity.

Quality standards for the development and use of assessment will
be developed and adopted by a national entity. These quality
standards will be adapted as appropriate from the Standards for
Educational and Psychological Testing (American Educational
Research Association, American Psychological Association, National
Coun^" )nMeasurement in Education, 1985) and will also include the
eigh ,eria articulated in the Criteria for Evaluation of Student
Assessment Systems (National Forum on Assessment, 1991). Such
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quality standards, incorporated in promulgated guidelines, should be
helpful to states and local districts in the devclopment of assessments.

Two principal concerns are to be addressed by this entity:
standards of assessment validity and standards of assessment equity.

Standards ofAssessment Validity
For assessments to be valid, they minimally must assess the
developed content standards. The entity will assure that the
assessments proposed by states or groups of states are aligned with
the national content standards.

If' high-stakes uses of assessment are desired, voiunteering states
will provide empirical evidence of the validity of their assessments.
The entity will review the validity studies to determine if they provide
reasonable evidence to support the adoption of such high-stakes uses
of assessment. This review and recommendation is necessary but not
sufficient for high-stakes use of the results of the assessments.

The entity will create guidelines and conduct studies to determine
the comparability of assessments from different states or groups of
states. At the outset, guidelines will be promulgated and reviews will
relate to the comparability of assessment design, for example, in
content quality, challenge to students, and content coverage. As
available, empirical studies will be conducted to audit the operational
comparability of assessments, standardization of administration, and
to report publicly on comparability for given standards.

Standards of Assessment Equity
States will come forward with their plans for assuring equity in
assessment design, administration, and use for gender, for special
populations, disadvantaged students, and LEP students for review by
this entity.

There are three principal concerns regarding equity in assessment
of LEP and other student populations:

If students are not assessed because of the lack of instruments, they
will fail to benefit from the presumed desirable effects of assessment
(improved instruction, accountability, and targeting of resources).

If LEP students are assessed in English on subject matters such as
mathematics, their performance will be handicapped to varying
degrees by their English skills. The problem is not easily resolved
even by assessment through the native language because of the
heterogeneity of students and instructional programs for LEP
students. Special procedures will need to be developed to take
language and culture into consideration for appropriate assessment.
All students must be provided opportunity to learn.

The entity will design in consultation with state and local educators
guidelines for the collection of evidence on system and school
capacity indicators, with specific attention to equity protection.
Decisions will be made related to the differential need for capacity
indicators for different assessment purposes. States will provide such
evidence as it becomes available. When evidence of both capacity
indicators and validity standards is adequate, the entity will support
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the use of high-stakes assessment with secondary school students. It
is anticipated that the entity will conduct audit studies, visiting
samples of school3, to verify the capacity and equity evidence
provided by states.

Rationale for Assessment Quality Assurance Function
Our assessment system must accommodate to the realities of state
and local responsibility for education. The entity provides a
technically responsible mechanism for assuring that the assessments
are national, and are reasonable interpretations of the standards.
Creativity and flexibility of assessments should be encouraged.

Validity evidence for promising new assessments is not fully
available and all agree that such evidence must await the design and
preliminary use of assessments of the national standards. It is
impossible to examine the validity, reliability, and fairness of
assessments not as yet produced, but we must responsibly give notice
that high standards of assessment will be expected. The national
function of assuring the quality of assessments provides this notice.

The entity will assist state or other entities and assist in the
preparation of evidence on validity, reliability, fairness, and attention
to the needs of special populations of proposed assessments. Validity
evidence will he provided for the specific use to be made of the
assessment in view of the populations assessed.

Evidence on the quality of system and school capacity indicators
will be needed for a number of reasons: 1)to assure quality and
comparability of information; 2) to permit reasonable inferences about
the operation of the education system nationally; 3)to he used to
avoid unintended narrowing of curricula; 4)to provide critical
information on opportunity to learn, treatment of special populations,
and the avoidance of misuse of assessment before highstakes
assessment is recommended.

Audit or verification through selected school visits is required so
that: Oundue process information is not required of local (istricts and
states; 2)the guidelines for evidence (10 not inappropriat* prescribe
instructional or other school or system processes; 3)infomiation is
generated to make the capacity assessment more effective and
efficient; 4)special policy-relevant information can be obtained for use
by the entity, the Standards Council, or Congress. School visits will be
made by teams of skilled school practitioners.

The membership of the entity will be primarily technical to fit with
their charge. Experts in measurement, assessment, subject matter,
learning, classroom processes, arid special populations will comprise
the entity.

Monitoring System Progress Toward Goal 3 of the National
Education Goals
A critical national responsibility is monitoring progress toward the
National Education Goals. The most effective and efficient method of
monitoring progress toward Goal 3 is the National Assessment of
Educational Progress (NAEP). NAEP, with the oversight of the
National Assessment Governing Board (NAGB), should continue in its
present role. Although development and rdinenient is necessary for
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NAEP to assess the content standards, NAEP is well designed for
meeting this monitoring function for the Nation and the states. A
broad-based NAEP that provides comprehensive assessments of
important subject matter areas is needed to provide independent
information about our educational progress. NAEP has a critical role
to play in meeting the national responsibility of monitoring progress.

Rationale for an independent NAEP. The monitoring function of
NAEP must be preserved and kept separate from the newly
redesigned assessment process so as to remain a source of
independent evidence on the progress our Nation is making toward
attaining its Goals. Importantly, as NAGB has recently noted, NAEP
serves as a general check on the trends of educational progress,
trends that may not be available from any other source. NAGB must
continue to give its full attention to the development and
improvement of NAEP to meet simultaneously the need for progress
information and the need to adapt as appropriate to the national
standards.

Independent Evaluation of the impact of the Assessment System
The Assessment Task Force considers it essential that independent
evaluations of the effects of any national assessment system be
conducted on a continuing basis. These evaluations should be the
responsibility of one or more organizations that are independent of
those that establish the national standards or develop or approve the
assessments used in the national assessment system. As a check on
the system, the evaluations should examine several different aspects
of the assessments. They may investigate independently the reliability
and validity of the examinations for specific uses. They should
evaluate the fairness of the examinations for various groups of
students. In addition, the evaluations should explore the impact of the
assessments on learning and the overall quality of the educational
system. These studies should have a national focus and have as
primary audiences the public, Congress, the Secretary of Education,
and the National Education Goals Pahel. Evaluations might determine
if assessments have had positive impact on the opportunity of
students, the quality of instruction, or the confidence of the public in
the quality of students' accomplishments. Studies may address
negative impact of assessment on equity concerns, curriculum and
teaching practices, and on student opportunity to learn.

Technical Assistance, Development, and Research

To assess the National Education Goals, we need "break-the-mold"
assessments. If we don't have them, a nagging concern is that
innovation will recede to the level of less creative assessments used.
We will need a bold and sigPificant program to develop new types of
assessments and wish to involve talent from a variety of sources.
Substantial Federal financial support should be made available to
states and local dist ricts, working in partnership with commercial test
publishers, universities and other educational institutions, to develop
new assessments that can fulfill the vision of a positive assessment
role in educational reform.

An additional national function is to provide technical assistance to
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states, local school districts, and their teathers to help them profit
from the planned value of the assessment system. Specifically,
technical assistance must he supported for the design,
implementation, staff development, and reporting requirements for
new assessments.

Finally, a research program should be supported to help solve
problems in design, analysis, and interpretation of new assessments.
Areas requiring research will include, among others, new approaches
to comparability, generalizahility and fairness of assessments,
adaptation of assessments to special needs of students, and issues of
aggregation and reporting.

All of these functions could be carried out by the United States
Department of Education.

Summary on Desirability
Validity, reliability, and equity standards must be built in to any
adopted national system. Because we do not have the standards and
assessments in front of us to review, we have to create a process to
safeguard their quality. A voluntary system of assessment is desirable
if the system respects state and local control of education and assures
the validity, reliability, and fairness of the assessments.

Recommendations:
The NAEP should be the mechanism on a matrix-sampled basis to
monitor our national progress toward the national standards.
A national examination system, or system of assessments, based
substantially on assessments of the standards by individual states or
groups of states, is desirable under certain conditions. Specifically,
such assessments should be used for instructional improvement
purposes until evidence of their validity for high-stakes purposes is
obtained,
An independent quality assurance "entity" should be created to
review the validity, reliability, and fairness of assessments in the
new system. For high-stakes uses, volunteering states will provide
evidence of their own choice of the validity and fairness of the
assessment for the purpose intended.
A long-term, independent study should be conducted of the impact
of any national system of assessment on the quality of education,
student accomplishments, and educational equity in the United
States.

Feasibility

Feasibility of the assessment system hinges on a variety of factors:
enabling conditions, incentives, and costs.

Enabhng Conditions
Three enabling conditions are required: the development of
standards, the technical know-how to develop such assessments arid
the infrastructure to support such assessments, including concerns of
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practicality and logistics.
The development of standards is essential so that early

development of appropriate assessments can begin. The development
of curriculum is necessary so that assessments can be appropriately
integrated into the instructional sequence and so that "opportunity to
learn indicators" can be developed and implemented. Whether
curricula or assessments need be developed first is a matter of
contention and best left up to individual and groups of states to
decide.

What is our technical knowledge base to develop valid new
assessments? On the one hand, we cannot answer the question
literally until we see the standards emerging from consensual subject
matter processes. On the other hand, we have a robust and busy
community developing and exploring the properties of new
assessments. Many are using similar measures to focus !earning, to
reform the curriculum, and to improve teaching right now. Because
we have proposed a developmental process that will reduce the
likelihood of premature use of such measures for high-stakes
purposes, the feasibility of the system on technical grounds is
reasonable, particularly if recommendations are adopted to improve
the development, research, and technical assistance bases.

Logistical concerns are many and include a wide range of topics,
from making sure teachers understand how administration and
scoring techniques relate to instruction to classroom management
techniques to allow valid assessment to occur. The practicality of
early efforts will need to be examined objectively to avoid negative
side effects of a new assessment system.

Incentives

What incentives for participation in assessment development and
implementation must be created? An obvious choice is to provide
relief from certain Federal and state testing requirements. Logically,
we can not imagine simply layering on more assessment to that which
is already in place. For example, relief from existing testing
requirements could come in the form of encouraging the substitution
of new assessments of the standards, perhaps performance
w;sessments or indicators of capacity, for current requirements.
These options would serve to free up staff and other resources for
engagement in the design of new assessments. "Break-the-mold"
a.sessment development funds could provide a desirable jump-start
to the process. Other options would allow eommercial publishers of
assessment to deduct their research and development costs to permit
their investment in new assessment strategies. We suggest that
decisions about incentives should be an early agenda item for
deliberation by any successor group to the Council.

Costs

The proposed system will require fiscal resources as well as
reallocatMn of the time of teachers and others. By any rough estimate
the system will be expensive. Costs will depend upon frequency of
assessment tasks, whether scoring is internal or external to the
school. Examinations can cost $65 a student for externally
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administered, multiply scored efforts down to only a few dollars a
student. We are estimating grossly we have about 10 million children
to be tested annually, if each student were individually measured. Our
cost estimates vary directly with the complexity of the effort.
Sampling students could vastly reduce costs. Furthermore, the cost of
the operation of an entity with an audit or school function is
considerable. Rough estimates, based on the Inspectorate system in
Great Britain, suggest that costs per school visit range around
$25,000. Even if contained by economies of sampling and scheduling,
these costs are massive. Furthermore, studies of national impact,
technical assistance, and research and development require
considerable resources. We would hope the "break-the-mold"
assessments would be funded at a level comparable to other major
elements of the education reform effort. We are very much in need of
credible estimates to be even in the ball park and request that the
Council to seek assistance from an entity such as the Congressional
Budget Office or findings, if available, from the Office of Technology
Assessment study on testing to assist in the accurate estimate of costs
for the development and operation of the national and state
components. But we can assure the Council it will take considerable
resources to fulfill the vision.

Who Pays for It?
State and local governments are not able to support new assessment
costs at the same time state economies are in trouble. It is hard to
justify costs of assessment as instructional resources constrict. Even if
participants in this assessment system were given relief by the
Federal and state governments from certain student testing
requirements, the funds generated would be relatively small against
the need. But we need to find resources for the support of desirable
new assessments meeting the standards. Support is essential by the
Federal Government for the development of "break-the-mold"
assessments by states or groups of states to meet the national
standards. The private sector may be helpful, particularly foundations
and businesses with interests in improving schools. But their
discretionary resources are increasingly limited.

We may also be naive at this time to believe that a complex
development process such as we are proposing has to start on all
fronts for every child immediately. We may not be able to pay the full
bill right now, and we may want to pay as we go. States may very well
have to size their efforts to the pocketbook available and pick
particular subject matters on which to concentrate. Similarly, they
might focus attention on particular localities or districts t o permit the
process to go forward in the current economic environment

Similarly, it would be essential to obtain in written testimony
opinions of states on the financial trade-offs and their estimated costs
to meet quality assurance standards.

Recommendation:
The Assessment. Task Force believes it is feasible to develop a system
to assess national standards on technical grounds if we adhere to the
developmental principles underlying the proposed desip particularly
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the use of differentiated assessments for different ,irposes. The
feasibility of system costs will depend upon what resources are made
available by the Federal Government to initiate and sustain the
process. The Council may wish to consider cost sensitive and resource
leveraging schedules to encourage some activity to begin immediately.

Implementation

We propose taking our lead from the business community and to
adopt an implementation strategy that rests on the idea of rapid
prototyping getting something, even something modest, into trials
early, and adopting a test-and-fix approach to improve our
assessments as we go. Critical to this overall strategy are three points:
coordinating development in a few priority areas, for example
mathematics, reading, and writing, for fourth grade; encouraging
different strategies and approaches; and reporting descriptive
information as early as possible to the public, parents, policymakers,
educators, and students.

First Steps Recommended to the Council:
Encourage the development and trial of assessments of the NCTM
standards.

Make governance decisions, and seek authorization and funding for
the National Quality Assurance function.

Encourage the funding of research projects and new "break-the-
mold" assessments.

Move toward encouraging the relief of certain existing Federal and
state testing requirements for participants in the national standards
process.

Issues

There arose in the Task Force discussions a number of issues that we
wish to aCknowledge briefly and bring to the Council's attention. They
are not integrated into the body of the desirability and feasibility
discussion because they may be regarded as beyond our charge. But
we believe their consideration will ultimately impact the quality of any
implemented assessment system. One major concern is the narrow
focus on the five subject matters identified in the legislation. We are
aware that the Goal 3 language is broader, and that the report in
Education Counts of the special indicators panel also recommends a
broad based consideration of outcomes. Particularly of interest are
outcomes that integrate across learning disciplines and that focus on
skills that underlie many different kinds of performances. Attitudes,
dispositions, arid engagement. are also important. One obvious area
that is missing from our explicit consideration, although mentioned
repeatedly in our discussion, is how to deal with the recommendations
of the Department of Labor's commission on workforce skills
(Secretary's Commission on Achieving Necessary Skills (SCANS)).
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Expanding the foci for assessment is valuable because it provides
choices to students of the areas in which they wish to focus. For
instance, in many European countries students may choose among a
variety of areas, including the arts, foreign languages, and somewhat
more practical fields. Notwithstanding the cost constraints described
above, we believe that a system that provides opportunity for students
to emphasize at least in part their special talents and goals is the sort
of system we should strive for. Clearly, this is prior matter for the
consideration of the group charged with content standards.

Discussions among the Task Force members also dealt with
governance issues: who funds, manages, and insulates the quality
assurance functions described. Different positions were strongly held,
and we believe there are a range of arguments to be made on their
behalf.

A persistent concern was, of course, that even our minimalist
system would be too costly or complex, and that the outcome and
high-stakes features of the system would dominate the process. We
believe that standards of validity, reliability and fairneqs, as well as
concerns for special populations will not be served without the
minimum components that we have proposed.

Summary

We recommend to the Council that they support the desirability of a
system to assess the national standards as proposed. This system
separates purposes of assessment, supports responsibility for design,
development, implementation and public reporting of assessments at
the state and local level, and provides for a set of essential national
functions. State roles in this assessment system assure that
appropriate traditions for the local responsibility for education will be
observed.

A major national function is quality assurance of the assessments.
Quality is assured in terms of adherence to the national standards,
and validity of assessments used for various purposes and student
groups. Particularly important are the indicators of opportunity to
learn, equity provisions for special populations, and the avoidance of
the misuse of assessments. School visits to verify capacity evidence
will be conducted on a sampling basis in the service of improving the
process. The quality assurance function would also be responsible for
developing reports on the comparability of measures developed by the
various individual or groups of states.

Another critical national function is the continuation of the
independent role of NAEP as a mechanism to monitor national
progress toward goals. Strong consensus exists to preserve the
credibility of NAEP and the provision of trend information as it moves
toward assessment of the national standards.

Simihrly it is an essential national function to evaluate the effects of
this proposed system. Our requirements provide that we immediately
implement long-term studies of impact on the education system and
on our students of any newly designed assessment system.

A program of "break-the-mold" assessments is proposed to provide
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additional momentum to the system plan in order to improve its
chances of success.

Finally, programs to provide needed technical assistance and
continued research to address erner&ing technical problems should be
supported

The Task Force considered feasibility and believes that the system
is feasible technically if developmental and validity principles are
upheld in the quality assurance process. The Council needs reliable
cost figures for the development and operation of the assessment
system. Particularly, early steps were suggested to get this system
launched immediately.
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Appendix G

Report of the
Implementation
Task Force

The National Council on Education Standards and Testing was
established to provide advice regarding the desirability and feasibility
of national standards, a national examination system, and related
issues. Uhderlying the interest in standards and assessment is deep
concern arising from persistent evidence that the academic prowess
of American students is seriously deficient. This deficiency touches all
student groups regardless of income, race, language, gender,
disability. Thus, Congress is interested in high standards and rich
assessment strategies for all students. At the same time, a number of
questions posed by the Congress to the Council concerning "wide
variations in resources available to school systems," the special
challenge of success posed by "economically disadvantaged children,
handicapped children, and children with limited English proficiency,"
the use of national examinatioi is "for unintended purposes (such as
sorting and tracking of students)," and "whether... it is feasible... to
challenge all children to do their best without penalizing those of
lesser educational opportunity" make it clear that equity is a central
issue to the Congress. The Task Force shares that equity concern.

Neither the Congress nor the Council is interested in simply
creating higlwr standards and new tests so that the Nation can know
one more time that our students periorm poorly. Significant
improvement in performance by all students, including those wit h
whom we historically fail, is the objective. The Council is clear that

They jews expressed in thiS app?ndix report reflect the work of
this Task Force and are not necessarily those of the Council.
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simply creating higher standards and new tests will not result in
significant improvement. The Implementation Task Force was created
by the Council to offer advice to the Council as to what must be done
to ensure that most students are able to demonstrate on the rich new
assessment strategies they know and can do what the new higher
standards will call for. Absent leadership in helping students achieve,
the standards and assessments, as the Standards Task Force has said,
will be a cruel hoax.

Our report7, therefore, is based on the following assumptions: (1)all
students can learn at significantly higher levels; (2)academic
achievement must increase dramatically in English, mathematics,
science, history, and geography if the Nation is to maintain its
economic strength and democratic institutions; (3)increases in
achievement must be demonstrated by youngsters with whom we
historically fail the poor, disabled, and language minority as well
as with students with whom we have been relatively moresuccessful;
(4)marginal changes in schools of the reform character practiced for
the past decade will continue to yield mediocre results with virtually
all students; (5)there are many reports of potentially promising
practices, but there is little knowledge about how to be successful
with students on a large scale; (6)we should rethink how present
funds are being invested in education and not hesitate to incorporate
more cost effective practices when appropriate; and (7)substantial
additional resources will be necessary, but "more of the same" is not
enough. Any increased spending must purchase measurably
productive change.

These assumptions lead us to the conclusion that only deep and
systemic change will have the power to alter school, district, state,
and community behavior sufficiently for virtually all students to meet
the new standards the Nation requires. The depth and breadth of
necessary change will involve a number of integrated parts. The
integrated and comprehensive character of what we propose cannot
be overemphasized. Thf h)iecemeal, project-oriented, narrowly
focused mentality that has affected much of the largely failed reform
measures to date must give way to broader strategies that are
connected vertically (school, district, state, Nation) and horizontally
(within a school, district, state, Nation). The Congress called on the
Council to determine the desirability of national standards and
assessments. National standards and assessments are not desirable
without comprehensive initiatives such as those suggested below,

High standards and assessment strategies rich enough to measure
the extent to which students have met them are our reference points.
By high standards, we have in mind the knowledge, understanding,
and application of complex facts and processes; the ability to
conceive, infer, and deduce ideas and reach conclusions; the capacity

7. Three documents made a special contribution to our thinking. They am: (1) Educating
America, a report from the NGA that identified implementation activities they thought would
be important to achieve the national goals; (2) "Systemic School Reform" (Politics of
Ethuxition Association Yearbook 1990, 233-267), a paper by Marshall S. Smith and Jennifer
ODay, setting forth elements of systemic efforts underway across the country and thoughts
about the key factoN that must be addressed; and (3) The Essential Components of a
Successful Education System, which is the public policy agenda of The Business
Roundtable.
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to communicate effectively; and the skill to work productively with
others. We believe such knowledge and capacity to perform will be
reflected in the full range of disciplines embodied in the humanities,
mathematics, and sciences. Rich assessment strategies are those that
can measure the type of standards reflected in those examples. They
will likely include portfolios, projects, and performance-based
strategies. Some will involve individuals demonstrating competence at
a particular point in time, others may involve activities performed by
groups of students over a period of time. We have paused to describe
the character of standards and assessment that governed our thinking
to make the point that we believe it is those kinds of standards and
assessment that are desirable if schools, districts, states and the
Nation provide the support that will enable students to meet the
standards.

The equitable implementation of high standards and rich
assessment strategies depends on well-prepared teachers and
administrators, equipped with proper tools. The tools include
curriculum resources, instructional approaches, and technologies that
will enable children of diverse backgrounds and interests to achieve
the national standards. Teachers and administrators need the support
of governance systems that are efficient and helpful, not top-heavy
and inhibiting. They must be provided strong support from the non-
school community. They must function within a system that places a
premium on student outcomes and professional practice. Since
students spend far more of their lives out of school than inside,
achievement of standards will depei ,-1 on building of communities of
and for children and parents that support the health and well-being of
youngsters that are a precondition of learning.

We will, therefore, discuss implementation within eight broad
categories:

Curriculum resources and instructional strategies
Incentives
Governance system
Staff capacity
Support systems for students and their families
Technology
Public understatu ling and support
Equity

Currkulum Resources and Instructional Strategies

C:..rriculum resources and instructional strategies need not (indeed,
should not) be separate from assessment as routinely as is presently
the case. The lines between instruction and assessment must be
blurred both from the curriculum and the assessment perspective. We
advocate assessment strategies that will make "teaching to the test"
desirable. It should also be noted that for curriculum and instructional
strategies to make sense to teachers, the teachers must be engaged in
both developing curriculum frameworks and in identifying the
characteristics that distinguish resources and strategies likely to help
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students achieve the national standards from those that, will not.
While we address the development of staff capacity below, we note
here that opportunity for teachers to work with and develop
curriculum on site will play a very important role in a staff having the
ability to teach effectively.

The definition of national standards must include the crafting of
state curriculum frameworks. Such frameworks will make clear that
we must abandon the minimum skill orientation, the emphasis on
coverage not depth of understanding, and the premium that is often
placed on students knowing isolated facts. Instead, the curriculum
frameworks will be discipline-based, oriented toward thinking,
understanding, problem solving, and knowledge integration with
connections to the real world. Such frameworks should provide
parameters, not prescriptions, for practice. It is necessaiy to provide
the school staff with access to the tools of teaching and learning, the
curriculum resources, and the capacity to identify or develop good
instruction strategies, including interactive technologies.

For curriculum materials and strategies to be outstanding, they
must be linked to the standards and assessment strategies on which
the Council is focused. A process must be put in motion to develop
characteristics of curriculum resources and instructional strategies
likely to help all students achieve the national standards, without it
resulting in a one-size-fits-all mentality. Examples might include: (a)-
the depth of the material; (b)the richness of recommended class
exercises; and (c)how much emphasis is placed on student dialogue,
cooperative learning, and writing. We believe this process should also
include the next step of having an appropriate authority actually
review curriculum material and other instructional resources against
the characteristics. The appropriate authority could be the state or,
perhaps, a consortium of states and cities, working with professional
and di3cipline-based associations from which the standards and
assessment strategies may emerge. It is important that this review
process be rigorous. Absent special attention to rigor, it would likely
result in the lowest common denominator of cu Ticu lum material in an
effort to minimize controversy and increase silks. A process for
extending a meaningful "Good Housekeeping Seal" to assist in the
voluntary identification and adoption of good practice would then he
possible. To avoid the image that good practices are readily
transportable across very different contexts, the "Seal" process could
be accompanied by carefully documented rc ports of practices that
were apparently successful (or problematic) in specific settings.

Incentives

A key component of any outcome-driven systemic change strategy is
that consequences must be attached to the performance of staff in the
schools and at the district level and to the performance of students.
Intrinsic factors play an extremely important role in motivating
people. The sense of "a job well done" or the satisfaction of helping a
student achieve extraordinary goals or another student to turn his life
around are the types of factors that lead most educators to teach in
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the first place. Moreover, good working conditions, district and
community support, and acknowledgment of good effort are also
significant. But it is clear that extrinsic factors also play a role in
shaping how and how hard people work staff and students alike.
While incentives, positive and negative, are not sufficient to move the
system high standards, rich assessment, changes in governance,
professional development, health and social service support,
technology, and more time for teachers and at least some students are
also necessary incentives are an essential component..

Staff of Schools and Districts

In designing a strong incentive system for schools or school districts,
there are a number of principles we believe deserve consideration.

Incentives need to be tied directly to achievement of high standards
related to both student outcomes and professional practice. We
contrast this with the widespread present practice of encouraging
focus almost exclusively on inputs (filling out. forms) and low-level
skills (minimum competency tests).

Incentives for school and cii3trict staff need to be powerful enough
to rivet staff attention on the achievement of the high standards,

Incentives should place a premium on doing better with students
with whom we presently do the poorest job as well as those with
whom we do the best. It is very important that we have !earning
environments in which all students dramatically move up the
achievement continuum from where they presently are. We contrast
this with present incentive systems, for example, that encourage
experienced teachers to work with the least challenging students or
lead to "pushing out" the most challenging students or to encourage
the absence of the poorest students on days assessment is to occur or
to retain in grade the most difficult youngsters.

Incentives should be designed to reward value added by a school
over a defined period of time. We contrast ti us with focusing on inter-
school comparisons, which tend to measure demographic
characteristics more than the difference a school is making in the
achievement of students.

Incentive systems should be designed so that students are not
harmed. For example, if penalties are a part of the incentive system,
financial penalties or even distMssal for persistently failing staff, at the
district and school level may be appropriate but not the withdrawal of
funds for the school program itself. Indeed, it may be appropriate for
such schools to have more program funds, not less.

There should be a spectrum of incentives. The positive end should
include such things as financial rewards for staff at both tlw district
and school levels, opportunities to participate in special professional
development, and recognition programs. Schools experiencing
difficulty should be assisted through technical assistance, ext ra
professional development and special funding. Staff in schools and
school districts persistently failing could face penalties including
public disclosure, loss of students, staff financial loss, dismissal of staff
and school reorganization.

There is no one best way to clesign an iment ivy system. Moreover, a
single approach will likely not work forever. Incentives are situational
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and can be tricky to implement without causing unintended results.
These words of caution are intended to encourage thoughtfulness and
sophistication in the design of the system, recognizing that an over-
simplistic or crude system rooted in a pUnishment focus would be
counterproductive.

Students

There are a number of considerations related to providing incentives
for students to work harder. They include:

At the present time, except for those applying to the most
competitive four-year colleges in the United States, most high-
school graduates are admitted to the college of their choice. Thus,
most students know there is not much "pay off' relater' to higher
education for outstanding performance. Systems of collaboration
with post secondary education institutions of all kinds should be
designed to make clear to students that elementary/secondary
performance influences post-secondary education opportunities.
Quality alternatives to college for the "forgotten half," such as
apprenticeship programs, which also require strong entiy skills,
need to be developed in partnership with the business and labor
communities.
Systems of collaboration with employers should be designed to
make clear to students that elementary/secondary performance
influences hiring decisions. In designing the systems, special care
must be taken to prevent such standards from being used in a
fashion that would result in undesirable behavior such as racial
discrimination.
A variety of incentives short of jobs and post-secondary
training/education opportunities that encourage hard work by
students should be considered. They could, of course, include
traditional factors such as grades. In addition, students could be
given greater choice of learning opportunities, choice of projects,
working in groups, etc.
High stakes for students should follow high stakes for schools. If we
have high standards, rigorously maintained, we must give schools
time to learn to succeed with increasing proportions of students
school-wide before we penalize individual students. Otherwise,
students will again bear the full brunt of the system's failure.

Governance system

We believe the systemic change that is necessary to have all
youngsters achieve the new high standards will involve new roles and
relationships for the participants. Principles that govern these new
roles and relationships should include the following.

In the exercise of power, authority and responsibility should be held
in parallel. If more responsibility for student performance is moved
down the bureaucratic pipeline, more authority and the resources
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associated with that authority should follow or vice versa. Power and
authority should be exercised as close to the individual student as is
consistent with effective accountability.

Each level of government should examine its standards and
regulations in order to remove any that are or are perceived to be an
impediment to appropriate decisions at lower levels.

Legislative bodies (including Congress, state legislatures, state
boards of education, municipal legislative bodies and school boards)
and non-educator executives (including the President, governors,
and mayors) should be decisively involved in goal and curriculum
standards determination (outcome definition), policy decisions
related to the nature of assessments, a determination of
consequences to be attached to student outcome performance, and
the provision of adequate and equitably distributed resources.
Education management and school-based personnel should then be
given the freedom to get the job done within a period of time that
has been agreed upon.

Each level of government should address the adequacy and
equitable distribution of resources in levels below it to ensure at
least equity of opportunity of all students to reach the high
standards we envision. For the federal government, for example,
that. means attention to initiatives such a ESEA Chapter I, Head
Start, and Education for the Handicapped Act. For states and
districts, this principle includes elimination of the present
widespread fiscal inadequacy and inequity between districts and,
within districts, between schools.

The governance structure should be a function of what works.
Radically different models of governance are possible in the public
sector. For example, charter schools; charter districts operated
within a public utility concept; school-based shared decision-
making; boards of children and families that collapse distinctions
among education, health, and social service agencies; and children's
welfare boards are among governance proposals that have been
made in the hope of contributing to higher achievement of 'udents.

Staff Capacity

This area is extraordinarily important. We are asking schools to
accomplish levels of achievement that have never been accomplished.
We are asking that the diversity of students achieving at those high
levels be broader than ever before. The nature of the expected
learning for the majority of students thinking, problem solving,
integration of knowledge, working in teams is diff,vent. The nature
of assessment will be different. The locus of decisioii-making will be
different. Pedagogy, with greater reliance on strategies such as
dialogue, writing, and community based experiences, will be different.
The tools of teaching and learning technology will be different.. In
short, a radically different kind of teaching will be required oi most
teachers. To do what must be done will require time for staff and
exceptionally hard intellectual work. With changes so wide and deep,
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the professional development of staff is central. The radically different
behavior on many fronts will not occur by passing a law or issuing
directives. Major changes will be required both before and after the
commencement of service as teachers and administrators.

Pre-Servke Professiond Development
Pre-service education should be linked to the national standards and
prepare teachers with the knowledge and skills to help diverse
students to achieve the standards. But this is difficult. Pre-service
teacher education has undergone little change over the years. Present
training in neither content nor in pedagogy is adequate. As teachers
come into the profession, they require a broad and deep knowledge of
their subject matter. This poses a particularly strong challenge to
colleges of arts and sciences since it is there and not in colleges of
education where content is most often addressed. This, for example,
may require, for elementary teachers especially, aconcentration in
math/science or humanities instead of the once-over-lightly approach
to everything. While ultimate teaching competence will be honed in
practice, strong pedagogical pre-service education is also important. If
we are to change from a model of teacher as the worker and deliverer
of knowledge with the students as passive receptacle to a model of
teacher as coach and facilitator and student as worker, it will require
very different pre-service preparation.

If we are to have significantly better teachers entering the
profession, it will likely involve strategies such as a rigorous and
carefully developed performance-based assessment for entry level
teachers based on standards directly linked to the national standards
for students. AU teachers, whether they enter teaching through a
traditional or alternate route, should be expected to meet, high
standards of subject matter knowledge and pedagogical skill. Change
in pre-service preparation will be impeded unless accrediting bodies
and program standard-setting institutions such as the National
Council for the Accreditation of Teacher Education and the National
Association of State Directors of Teacher Education change their
standards to coordinate with the new national student standards.
Their standards need to be made consistent with the teaching
standards being developed by the National Board for Professional
Teaching Standards (NBPTS).

In-Service Human Resources Development
Most, of the teachers presently teaching were not trained to function
with the new necessary capacities. They have not taught in schools
where such behavior is exhibited. They have not had role models of
such teaching to emulate. There is no reason to expect most to have
the capacities required to have all students meet t he new standards.
Most of the present teachers will be in the teaching force for a long
time. Thus, a far-reaching in-service human resources development
initiative is vital if we want students to achieve the new standards. We
underscore the following principles:

Effective professional development must be definNI specifically in
relationship to what students need to know or be able to do
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(national standards). It needs to be sustained, intense, and targeted
on both discipline-based and pedagogical content. and on
instructional tools such as technology related to the teacher's job. In
the private sector, when new corporate goals, products, or
technologies are introduced, compaffles organize the time of
workers so needed re-education and training can be pursued as part
of the worker's regular work responsibilities, whether the additional
training occurs on-site or off-site. Similarly, when changes in
teachers' responsibilities occur because of new educational goals,
new forms of evaluation, new kinds of students, new curricula, or
new technologies, professional development lutist be offered in the
context, of the teacher's job, not as an "add-on" on weekends or after
school.

The best professional development, will be done in school as, for
example, teachers work on curriculum development, create
assessment tasks, and learn from their peers. Such activities should
be undertaken purposefully as a structured effort to enhance
professional capacity. As a corollary to such site-based w, 4.k, new
models of human resources development such as teaching
academies or other professional development school models should
be encouraged.

Determining what standards define what experienced teachers should
know and be able to do and developing the assessment strategies that
permit us to know teachers have met the standards are important
corollaries to setting student standards and assessment. The NBPTS
has embarked on that critical and ambitious effort. related to
experienced teachers and deserves strong support at all levels of
government. Their work, of course, can also inform standard-setting
of new teachers recommended above and standard-setting for
students.

The training and nurture of superintendents, principals, and others
in leadership positions is important since they play such an important
role in creating the climate within which learning takes place (or
doesn't). Thus, we need to focus on high-performance management
qualities such as sharing power, focusing on the well-being of the
student, being aware of community/consumer needs, opening lines of
comnumication with staff and parents, and developing strong ties to
other public and private non-profit support groups.

Two final comments related to staff capacity must. be made. First, it
is clear that we must have higher entrance standards into teaching.
Standards for staying in must also be more rigorous. In short, it will be
tougher to become and remain a teacher in a system ConflnluttNI t
high student achievement, Doing the job will also be much different,
and maybe even harder, work. As a consequence, fundamental
changes in compensation systems, work organizations, and in working
conditions are required if we hope to attract and hold sufficient
quantities of the quality of people we want teaching and
administering.

Second, the issues of adequacy and equitable distribution of
resources are particularly important iii relationship to staff capacity.
Additional time must be provided if professional development is to be
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part of, not an add-on to, the teacher's job. That costs money. In the
districts in which low income, limited-English speaking, and disabled
students are disproportionately concentrated, the resources issue as
it relates to high standards for teachers and administrators,
compensation, work organization, and working conditions is
particularly critical.

Support Systems for Students and Their Families

Education does not start in kindergarten or at the first grade, but
much earlier. Educators are not a student's first or only teachers.
Parents and others in the conununity fill those roles. Hungry,
unhealthy, and homeless children are not going to learn to think
critically, solve problems, or otherwise meet the high standards the
Council has in mind. It has been estimated that more than 909( of a
student's life occurs outside the school. Such facts make it clear that
strong leadership, courageous initiatives, and adequate resources
directed toward the well-being of students outside the schoolhouse
door are necessary to achieve the standards to which we aspire inside
the schoolhouse. There are at least th ree general areas in which action
is important.

Parents and Other Student Advocates
Every child requires an advocate. The advocate of choice is the
parent. There are several key connections between home and school:

Parents should support the high expectations reflected in the
rigorous standards we anticipate for their children and create the
environment at home that demonstrates the premium placed on
education (e.g., control distractions such as video games, television,
and radio; read to the child; do personal reading; and insist on school
attendance).
Schools should appropriately integrate parents and other resources
in the community into the education program itself, not simply use
them around the edges in busy work.
Parent education is important. This includes helping young parents
know how to parent. It also can mean the school strengthening the
academic skills of the parent. All of this is directed toward helping
the parent help the children.
Schools should conununicate with parents, be responsive to them,
and involve and work with them to ensure the child's success.

Many, and increasing numbers of, children do not have a functioning
parent or source of similar support. An alternative must be found in
those circumstances. On the one hand, we can help strengthen the
family and the parent's role in the child's education. Still, when there
is not an effective parent, that must not become the school's excuse
fc failure. There are at least two generic alternative categories. One
is what some call home-based guidance. In this context, one version
is for all of the staff in a school to undertake some measure of e-tra
oversight and concern for individual children. The other apprr
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(not mutually exclusive) is to assure the support of a trained
community-based role model (a mentor, big brother, big sister, etc.)
for every youngster needing one.

Early Childhood Education

The evidence is very strong that a quality, developmentally
appropriate pre-kindergarten program for disadvantaged students
reduces significantly many of the problems associated %kith poverty. It
contributes, therefore, to the degree to which low-income youngsters
ultimately may achieve at high levels. We give emphasis to the
importance of the program's quality and developmental
appropriateness.

Since such programs are less expensive and more effective for
children than waiting to provide remediation to them when they are
older, at least eveiy disadvantaged student should have the
opportunity of participation. In order to assure the opportunity for all,
it may be wise to consider providing for all and making it free for low
income students. Such an approach would avoid the effort being
perceived as a poverty program. It could also contribute to racial and
economic integration.

It is also clear that such early childhood programs are most effective
when continuing support for the students is provided through
elementary school to prevent backsliding.

Health and Social Services

Students whose most elemental shelter, food, and nurturing needs are
not met are not going to perform at the minimum competency level
consistently, much less demonstrate they meet world-class academic
standards. The health and social service systems must be restructured
to better meet the needs of the poor and the working poor. The
coverage of demonstrably effective, programs such as prenatal care;
Women, Infants, and Children; Early Periodic Screening and
Diagnostic Treatment; and the school breakfast and lunch programs
must be expanded to cover all children in need.

We recognize that most of the effort necessary to provide health
and social service support to children and their families will not be
provided by the education system. However, we include it as part of
the necessary systems change in our report since it is clear that we
will not achieve high national standards with a large proportion of
American children, absent change in the other systems. Indeed it may
be necessary at all levels of government to restructure the health and
social service systems by employing the same principles we are
suggesting for education; for example, identify appropriate outcomes
(standards) for which the system will be accountable, develop any
necessary assessment strategies, associate consequences for staff
with the achievement of outcomes, provide the type of necessary
training including cross-system training, alter governance and
financing formulae to at least encourage if not force service
integration, and provide resources such as adequate health insurance
so that all children and families are covered.
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Technology

A much greater use of technology will be vital to our goal of having all
students achieve the new high standards in at least three ways.

Technology can enhance instruction when teachers use it as a tool.
It permits students to structure complicated efforts. It can promote
both the individualization of learning and working in teams. Since
much higher level learning occurs best when it arises from "doing
the learning" and since video and computer technologies can depict
and/or simulate real life, there is muchgreater opportunity for
authentic learning. Multiple technologies permit access to many
more dimensions of experience arising from history or science or
existence halfway around the globe. A resource-rich environment
can be provided in any school anywhere through technology. In this
context, the development of software powerfully aligned to the
national standards is important. In addition, instruction-related
assessment strategies may be powerfully enhanced by technology,

Technology enhances access in several ways. One is through
distance learning. Students can connect to one another (student to
student, country to country). Students can connect to sources and
levels of knowledge otherwise unavailable (data bases, interactive
courses led by scholars, educational television, etc.) Technology can
bring to every teacher resources now available only to a prilrileged
few. Two-way video and audio technologies, for example, allow
higher education faculty and elementary/secondary faculty to confer
in ways that can facilitate training, use of resources, and access to
research. The more teachers learn from one another and in ways
directly connected to their school and classroom, the more powerful
the learning experience. Technology can help make that 1!appen.

Another perspective on access relates to disabled youngsters.
Some technologies make relatively esoteric contributions (providing
a speechless child a voice with a voice synthesizer); other helpful
technology is routine (off-the-shelf work processing for the learning
disabled child).
Technology is also important in managing data. It can schedule our
buses. It can collect and organize student data to help teachers help
students, It can reduce administrative overload and permit greater
concentration of scarce resources at the school and classroom level.

If we are to use technology in the rich ways suggested above,
professional development is crucial. Absent an intens2, substantive,
sustained, targeted professional development effort that is task based,
technology either will not be used or it will simply be used to reinforce
present practices such as when it is devoted to drill and practice.

If we are to realize the power of technology, we must enable every
school and student to use the most sophisticated technology available
to any school and student. This is, of course, a major equity issue as
we bring "America on Line" for all, including schools with a
concentration of disadvantaged, disabled, and language minority
students.
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Public Understanding and Support

Less than 25% of the electorate has children in school. There are
increasingly more older Americans than young. Most citizens believe
the schools in general are in bad shape but that their local school is in
good shape. Colleges and employers think the school's product is
poor, while the students and their parents think the students are
doing pretty well. Most people, including many educators, do not
really believe all students can learn. Many parents believe that
somebody's child needs to know math and science, but not theirs
since the parents functioned just fine without the knowledge. Many do
not understand that failing children create "tough luck" for all of us,
not just for the failing children. Many believe that the traditional
methods of schooling, curriculum, modes of testing, etc., are "correct"
since those traditional methods conform to their ,-wn experience.
Such facts pose a huge communications challenge. They must change
if the necessary supportive environment is to be created within which
all students will meet the new standards.

We must be clear who has a stake in American children meeting
high standards and precisely what the stake is. Parents, educators, the
business community, the media, and elected officials must "buy in" to
the new standards, new assessments, and initiatives of the kind
addressed in this report if the climate is to exist to get the job done. It
will be necessary to organize the message block by block, community
by community; the print and electronic media must be used
effectively; business, religious organizations, unions, and other
institutions with regular access to large numbers of people
employees and members must be engaged in the effort.

In short, the attainment of high standards, as determined by rich
assessments, is not the job of schools alone and will not be achieved
by schools alone. A critical mass of the citizenly must understand the
challenge and, in effect, insist that it be achieved.

Equity

Nothing we have said is worthwhile unless it is built in a manner that
moves toward equitable resiilts. Given our demography, the
increasing proportions of students with whom we historically fail
(about one third of all American students are poor, disabled, or do not
speak English as a first language), and the economic and civic needs
of the Nation, it has become improved results, not simply the
availability of opportunity defined by input regulations, around which
the Nation's future revolves. Providing genuine opportunity to all
remains a moral imperative. Actually moving significantly toward
achieving much higher results by each student than he/she presently
exhibits is the Nation's economic imperative. The moral imperative
has always confronted us. For the first time in American history, we
face the economic imperative of greater equity in outcomes.

Equity will require courage and uncommon action. Examples
include fiscal equity (not just equality) within (and, perhaps
ultimately, among) states. Another good example of effective action
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could include major changes in Chapter I of the Elementary and
Secondary Education Act when it is reauthorized in 1993 so it
embraces the spirit of issues raised in this report (including the use of
the national standards and assessments and full funding).

We take di,' iportunity in this section to emphasize the
recommendations in previous sections related to equity. Equity is not
something that is, different from or stands outside other issues. It
must be integral to every component of a successful education
system.

Conclusion

It is important to note that the issues we raise are not issues simply
considered seriatim. They are not a menu from which one picks and
chooses. Systemic change is by definition comprehensive and
integrated. There is a critical mass of change that must occur in the
right order with adequate, equitably distributed resources to produce
enough synergistic power to move the education system as far as it
must move to produce the results on which the Nation's future will be
built.
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Appendix H

Report of the
English Task Force

Background

The English Task Force was created by the National Council on
Education Standards and Testing to advise it on the desirability and
feasibility of national standards for students in English and language
arts. Other task forces were similarly created to advise the Council on
standard-setting and assessment in five core subjects: English,
mathematics, science, history, and geography. The English Task
Force decided to rename itself the English/Language Arts Task Force
in order to better ret;ect the broad range of skills commonly expected
to be included in this subject (i.e., reading, writing, speaking, and
listening).

Status of Efforts to Develop National Standards in English
There do not already exist nationally accepted standards in
English/Language Arts for what should be taught, how it should be
taught, or what students should know and be able to do. The National
Assessment of Educational Progress (NAEP) has developed reading
and writing curriculum frameworks through a national consensus
process which are to be used in designing those parts of the 1994
NAEP assessment. The National Council of Teachers of English
(NCTE) is currently seeking funds to develop teaching standards, but

The views expressed tn tins appendtx report reflect the work of
this Task Force and are not necessarily those of the Council.
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the effort is still in the planning stage. Several states, including
California, Pennsylvania and otherS, have developed curriculum
frameworks for English/Language Arts and are attempting to align
their assessments accordingly. It is important that any national
standard-setting process take into account these various important
efforts.

Are National Standards Desirable, Given the Wide Range of
Student Performance?
National standards can do much to address those wide variations in
student performance. They can help ensure access for all children,
regardless of race or background to a high quality education in
English/Language Arts.

Of course, there is a potential for misuse of the standards as well as
assessment results. The focus must be on improving education, not
sorting and tracking students. Student performance should be viewed
on a continuum leading to full subject mastery, with students
progressing at the pace that best suits them. Though the Task Force
did not attempt to deal with the question of how second language
learners will fit in with respect to English/Language Arts standards, it
did agree that this issue is an important one that will eventually
require careful attention.

What Should Be the Process for Developing New Standards,
and How Long Will It Take?
The National Council of Teachers of English (NCTE) and the
International heading Association (IRA) are the major teacher
professional groups in this area, and it is important that they be a part
of the process. Development of standards in English/Language Arts,
however, should also involve educators in other subjects or fields as
well as interested lay persons, including business representatives,
elected officials, and other policymakers.

Content standards, performance standards, and teaching standards
all need to be created. Content standards should be decided on first,
beginning with what we want students to know and be able to do at
grade 12 (the "product"), then working down through the early grades
to establish reasonable benchmarks toward that goal. The content.
standards should be roughly the same at grades 4, 8, and 12, but the
sophistication expected should increase at the upper levels.
Performance standards and assessment should be developed in
concert, based on the content standards. Examinations are likely to be
ready in order of simplicity, with the earlier grades first.

A small number of writers about three should actually draft
the standards, and a broadly representative group numbering
approximately two dozen should review their work. The broader
group should meet at roughly one month intervals, providing input
and advice on successive drafts. Assuming adequate resources
(between $600,000 and $1,000,000) and committed personnel, this
intensive process should last about six months. The resulting
standards will require continued fine-tuning over time.

Literature is the content specific to the English/Language Arts
curriculum and enriches the life experience of all of us. All students-
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regardless of race, gender, or background should be able to
recognize a wide variety of great works of literature (appropriate to
their grade) and respond thoughtfully and knowledgeably given some
choice of topic. The difficulty many students encounter today when
they are first introduced to literature in the upper grades is a result of
their often minimal exposure at the early and even middle grades;
disadvantaged students are typically the ones most deprived of a rich
curricultim.

Teaching standards should also be developed to provide
suggestions and examples to teachers on helping their students reach
the new standards. Teachers should be free, however, to use their
professional experience and discretion.

Standards for the broader community, perhaps even including the
media, may be something worth considering as well.

Assessing the New Standards

It is important that students be able to demonstrate higher order
competence in English/Language Arts skills on a variety of topics. It is
vital, therefore, that the standards developed for these skills in
English/Language Arts inform those relevant aspects of assessment in
other subjects. For example, grading of an essay on a topic in history
should apply the appropriate criteria for writing skill as an essay
analyzing a poem.

The examination system should have a local component, such as
portfolios or teacher evaluations, in addition to the national
component. Experimentation should be encouraged in the local (or
regional) section.

The resulting examination system should not be yet an another
"test" to which students are subjected; it should, instead, replace the
outmoded standardized tests many students currently take. And it
should be tight ly aligned with exemplary classroom practices so that it
validates superior teaching and learning.

Meeting the New Standards

Schools and teachers are not currently prepared for a chalknging
curriculum in English. Subsantial attention to re-training of today's
teachers will be required, well as a reexamination of pre-service
preparation for future teachers. Other systemic changes, as well as
communities serious about the importance of schooling, will be
necessary as well.

January 24, 1992 11-3



Appendix I

Report of the
Mathematics Task Force

Background

The Task Force on Mathematics is one of eight task forces created by
the National Council on Education Standards and Testing to advise it
on mathematics standard-setting and assessment. The Council's
charge is to report to the Congress, the President, and the American
people on the desirability and feasibility of creating national standards
in five core subjects (English, mathematics, science, history, and
geography), as well as the desirability and feasibility of an
examinations system to measure student progress toward the
standards.

Status of Efforts to Develop National Standards in Mathematics

The Curriculum and Evaluation Standards for School
Mathematics, by the National Council for Teachers of Mathematics
(NCTM), should be accepted as appropriate "content standards" in
mathematics. Though several states are in the process of developing
performance standards and assessments in accordance with the
NCTM Standards (such as California, Indiana, Texas, and Kentucky),
these efforts have not so far resulted in a set of performance
standards that are widely accepted as authoritative. (The
Mathematics Task Force (lid not find the suggested distinction

The views expressed in this appendix report reflect the work of
this Task Force and are not necessarily those of the Council.
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between "achievement" and "performance" standards a useful one,
and this report only uses the term "performance standards".)

Are National Standards Desirable, Given the Wide Range of
Student Performance?
The creation of a single set of high-quality math standards for all
students and a national examination system to assess results is
vital in raising the overall poor level of mathematical understanding,
and is especially important precisely because of the wide variations in
student performance. Every student, regardless of race, gender or
background, should be assured quality mathematics instrucLion in an
atmosphere of high expectations for all.

The standards should be created in light of the highest world
standards, as well as our own judgement of what is important for
students to know and be able to do. No compromises should be made
to today's low levels of performance.

Though there should be one set of standards for all, we may wish to
allow students to specialize in applying the standards to a particular
area of interest. This option must be explored with care, to ensure
that no student is limited by a "watered down" curriculum.

To ensure equity, examii t, results should be reported in
conjunction with socio-economic information on those assessed
(similar to the current reporting of NAEP scores). Assessment tasks
will have to be carefully designed in order to be comprehensible to
students from diverse cultural backgrounds. Arrangements should
also be made to provide handicapped students a fair opportunity to
succeed on the examinations.

What Should Be the Process for Developing the New Standards,
and How Long Will It Take?
NCTM should play the key role in coordinating development of the
standards. NCTM's content standards will have to be elaborated for
grades 4, 8, and 12. The development of meaningful performance
standards and assessments requires a multi-phase approach. An
iterative process should be employed, involving successive standards
drafts and input at each stage from other mathematics professional
groups, classroom teachers, and the public. The creation of sample
assessment tasks is an integral part of the setting of performance
standards and must he done in parallel. A variety of sample tasks will
have to be developed covering every aspect of the standards.

The full process of developing performance standards and sample
assessment tasks will take approximately one and one-half years,
assuming adequate resources and personnel. The resulting product
though ready for use should still only be viewed as a beginning, to
be improved upon over time.

Assessing the New Standards
The standards should provide information on varying degrees of
performance at grades 4, 8, and 12, each examination level.

Assessment must be aligned with the new standards and sound
instructional practices. For example, if we believe that we should be

Raising Standards for American Education

4,
t) if



encouraging the development of extended mathematical reasoning
and problem-solving, assessment must include complex tasks and
ample time for thought. The importance of high quality assessments
is further enhanced by the likelihood that high stakes incentives will
be attached to performance on these measures.

Assessment should focus on mathematical tasks for which students
can train and do well, not "brain teasers" that require innate ability
to perform successfully.

We may wish to consider separable score results in a variety of
mathematical "domains" to more fully capture the range of student
math ability; this requires careful consideration to determine what
new "domains" would be useful, if any.

Assessment tasks should be written in a way that is understandable
to a broad audience and past examinations should be made available
for public review.
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Appendix J

Report of the
Science Task Force

Background

The National Council on Education Standards and Testing was formed
by the Congress and the President. The Council created five Task
Forces in the core disciplines of English, mathematics, science,
history, and geography plus three Task Forces to advise in the areas of
standards, assessment, and implementation. The Science Task Force
met at the Hotel Washington on October 15, 1991 from 10 a.m. to 5
p.m. The purpose of the Science Task Force is to advise the Council
on the desirability and feasibility of national standards in science, and
give the Council direction, if national standards are found to be
desirable and feasible. To focus the task, copies of the following were
provided to the Task Force: Science Franwwork for California
Public Schools (California State Board of Education); Science for All
Americans, (American Association for the Advancement of Science);
Earth Science, Content Guidelines, Grade K-12, and Earth
Science Education for the 21st Century, a Planning Guide,
(American Geological Institute); and 1994 NAEP Science Consensus
Assessment Framework Project, (National Assessment Governing
Board).

The views expressed in this appendix report reflect the work qt.
this Task Force and are iwt necessarily those of the Council.
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Status of Efforts to Develop National Standards in Science
The Science Task Force agrees that there is currently no set of
content and performance standards that can be used as national
standards. However, the National Academy of Sciences is
spearheading a unified effort of numerous science organizations to
devplop national standards. In August, the National Academy
submitted an unsolicited proposal to Secretary of Education Lamar
Alexander and received initial funding to begin work on these
standards. The National Academy has begun an analysis of current
doduments from the United States and other nations and is looking for
coMmon themes, content, and skills. By the end of 1991 the National
Academy will have set up committees of science educators, teachers,
administrators, state agencies, and the general public. Work on
curriculum and learning outcomes will begin first. Development of
teaching and instruction standards, (which includes discussion of
instructional materials, opportunity to learn, and professional
'development) and assessment and performance standards will then
occur simultaneously.

Are National Standards Desirable, Given the Wkle Range of
Student Performance?
Standards lend purpose to and reinforce the educational process.
Standards can influence and improve science education and serve as
the "glue" that holds together the education reform movement.
Science teachers need to know what to teach. Nearly all elementary
school teachers are responsible for science instruction, and they
particularly need the framework that standards would give because
they often have little or no background in science. National standards
would improve instructional materials by the emphasis and direction
they would give to publishers and instructional material designers.

Are Standards that Challenge All Children Without Penalizing
Those of Lesser Opportunity Feasible?
The disparities in opportunity are in fact a most compelling argunwnt
for the importance of standards. Good standards used effectively can
help reduce the disparities in opportunity. There must be good
instructional models. Some districts need additional funding or a
redistribution of funds so that every child can be challenged and
helped to do her or his best and meet the standards. Issues such as
lack of proficiency in English need to be addressed separately.

Who Shoukl Develop the Standards and How Should They be
Developed? What National, State, and Local Curriculum
Materials Are the Best Available?
The Task Force believes that the major groups representing the
science educational community are "getting together under the same
tent" with the National Academy to develop standards. This process
will also need to involve others, including school boards, school
administrators, parent groups, state education and policy groups,
state boards, lay persons, and business leaders. Science experts may
take the lead to develop proposals that are presented to lay review
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groups. This dialogue should inform the public about the tough issues
and, ultimately, about the decisions reached.

Looking at the best international, national, state, and local
curriculum materials is an important part of the National Academy's
work to develop standards. There is much available. The American
Association for the Advancement of Science (AAAS) in Science for
All Americans reports on literacy goals in science, mathematics, and
technology. Several professional societies have completed projects
that provide good source material, such as the American Chemical
Society which has guidelines on chemistry for K-12, and the
publication of the American Geological Institute titled Earth Science,
Content Guidelines, Grades K-12.

How Long Will it Take to Develop the Materials? What Can Be
Done to Expedite the Process?

By the fall of 1992, the National Academy of Sciences expects to have
a draft of curriculum standards available for public scrutiny and
debate. Consensus building will be the next step. Teachers must know
and understand the process and recommendations. By 1994, the aim
is to have content standards and soon thereafter assessment
standards and a prototype of assessment tasks. The first assessments
may be possible by 1995.

The National Assessment of Educational Progress (NAEP) will
assess science in 1994 at grades 4, 8, and 12 using a new assessment
now being developed. The National Assessment Governing Board
(NAGB) already has adopted a content framework for the science
assessment based on a national consensus process. The framework
specifies the main topics to be tested, the relative weight for each, and
the types of questions to be used. Later, after the assessment is
constructed NAGB will set achievement levels for student
performance. The NAEP science assessment will be completed largely
in 1992 and early 1993 and will be available to the National Academy
committees working on assessment standards.

The main way to expethte the standards development process is to
expedite the funding. The initial funding for the development of
science standards is available. Funding for the 1994 NAEP science
assessment is appropriated, but funding for the National Academy
standards development does not include assessment development.
Efforts also need to be underway to develop teacher support, public
support, and school board/district support.

The Task Force did not discuss the funding implications for
implementing science standards across the nation. But a menther
noted that there are major costs involved in improving science
education as this requires investment to develop "hand3-on"
materials, new forms of assessment, massive in-service teacher
education, and new pre-service science curricula.

The "length of time to develop standards" does not address directly
the issue of the time required to implement curriculum standards.
There is debate over how soon tow assessments of student
performances can be used ti iat is how soon assessments can be
used that are linked to new curriculum content standards that are
being implemented. Several Task Force nwmbers suggested that
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assessments should follow the successful implementation of
curriculum standards.

Other Issues

Clarification is needed in the area of Earth Sciences. This field is also
in the geography curriculum in the United States and other countries.
Possibly the geography community should be included as the science
community discusses this area.

Technology is often linked with science, and there is continuing
debate about the place of technology as a subject area in the science
curriculum. Some contend that technology is a tool, albeit a powerful
tool, for science, and others argue that the roles of science and
technology are sometimes reversed. The Science Task Force certainly
did not resolve this debate. In their brief discussion of technology,
several Task Force members spoke of technology being built into the
standards for teaching science rather than into the standards for
science.

The primary purpose of assessment must be to improve learning.
Imbedded assessment, where the teacher assesses during the learning
phase, should be part of the process. Assessment must convey what
the student can do and what the student has trouble doing.

Developing standards and assessments is a first step in determining
what it takes to "get the standards to the student." We must give the
teachers the support they need such as appropriate materials and
staff development. School boards need to know what it takes to
implement and meet standards.

Students need to learn both factual knowledge about the world
around them and the reasoning and skills involved in "doing" science.
This should not be viewed as an either/or question. As much as
possible, students should gain the appropriate factual grounding in a
manner that also teaches them to reason and investigate scientifically.
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Appendix K

Report of the
History Task Force

Background

The National Council on Education Standards and Testing was formed
by Congress and the President. The Council created five Task Forces
in the core disciplines of English, mathematics, science, history, and
geography, plus three Task Forces to advise in the areas of standards,
assessment, and implementation. The History Task Force met at the
Hyatt Regency on October 23, 1991, from 10 a.m. to 5 p.m. The
purpose of the History Task Force is to advise the Council in
preparing its report. The Task Force was asked to respond to five
specific questions relating to the desirability and feasibility of national
standards in history, and to give the Council direction on the
development of those standards, if national standards are found to be
desirable and feasible.

Status of Efforts to Develop National Standards in History

The effort to develop national standards in history does not have to
start from scratch but can build on previous work. There are a number
of excellent documents already available: History-Social Science
Framework (California State Board of Education); Building a
History Curriculum: Guidelines for Teaching History in the
Schools (Bradley Commission); Charting a Course: Social Studies

The views expressed in this appendix report reflect the work of
this Task Force and are not necessarily those of the Coupcil.
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for the 21st Century (Natioial Commission on Social Studies in the
Schools); Lessons from History: Essential Understandings and
Historical Perspectives Students Should Acquire (National Center
for History in the Schools).

Also, the National Assessment of Educational Progress (NAEP)
Consensus project in history will have content frameworks and test
standards for testing on United States history in 1994 and world
history in 1996.

Are National Standards Desirable, Given the Wide Range of
Siudent Performance?

National standards would give guidance to teachers and to curriculum
and textbook developers, and could help raise expectations in our
schools if they are done the right way.

National standards should be voluntary. They should not be overly
specific, but should present a core of agreement on what is essential.
They should be flexible, leaving room for local history, divergent
curriculum frameworks, a variety of textbooks, and various ways of
teaching. National standards sh. .11d have n global dimension and
include world as well as United States history.

Are Standards that Challenge All Children Without Penalizing
Those of Lesser Opportunity Feasible?
National standards can and must be fair, otherwise they will not
survive the consensual development process nor be adopted by states
and school districts. A test based on national standards will be fair
because both educators ani young people will know exactly what they
need to learn to be successful on the test. Moreover, national
standards will help the cause of equity by focusing attention on the
need for equal resources to meet equal standards.

Studies show that children do not do well when their teachers have
low expectations for them. All children have the right to aspire to the
same set of goals, to be held to equally high expectations. National
standards can thus be an instrument 1 equity by requiring all of us to
do what it takes to educate all youngsters.

Who Should Develop the Standards and How Should They Be
Developed?
National standards should be developed through a consensual process
that allows various groups to be involved. The standard-setting
process must be open and public. There must be several stages, so
that the standards can be revised and refined in an iterative process.
This process should involve teachers, professional organizations,
groups with relevant expertise, and the public. There also needs to be
some entity other than the federal government or any single
professional association that brings all these groups together and
coordinates the standard-setting process.

High quality national standards will result in assessments that
include essays and open-ended questions, not just multiple-choice
items.

K-2 Raising Standards for American Education
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National standards should allow students to demonstrate different
levels of proficiency or achievement. The standards should also
encourage interpretation and analysis as part of the study of history,
not just the learning of basic facts.

History is an integrative field, since everything that has happened is
part of history. National standards should be inclusive with regard to
the content that can be taught in a historical framework, including
civic education, economic history, art history, literature, geography,
etc.

How Long Will it Take to Develop the Materials? What Can Be
Done to Expedite the Process?

With appropriate resources, national standards could be developed
within two years, perhaps sooner. It is vital to begin right away.
Reading, writing, and mathematics assessment in NAEP are
scheduled for 1993-94, and with geography and science moving
forward as well, it is urgent to begin work immediately on history
standards.

At some point there may need to be an entity, perhaps a quasi-
governmental agency, to give standards efforts legitimacy and to
provide an imprimatur for the standards developed by different
disciplines. Schools and teachers need to know that there will be a
long-term national commitment to the new standards.
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Report of the
Geography Task Force

Background

The National Council on Education Standards and Testing was formed
by the Congress and the President. The Council has created eight
Task Forces to advise it on the best and most expeditious process to
develop and implement standards in each subject area. Task Forces
were created in the core areas of English, mathematics, science,
history, and geography plus three others to advise in the areas of
standards, assessment, and implementation. The Geography Task
Force met on October 10, 1991, at the Hyatt Regency on Capitol Hill
from 10 a.m. to 5 p.m. The purpose of the Geography Task Force is to
advise the Council in preparing its report. The Task Force was asked
to respond to five specific questions relating to the desirability and
feasibility of national standards in geography and give the Council
direction, if national standards are found to be desirable and feasible.

Status of Efforts to Develop National Standards in Geography
The Geography Task Force agreed that the work done by the National
Council for Geographic Education (NCGE) and Association of
,Mterican Geographers (AAG) called Guidelines for Geographic
Education, which identified five fundamental themes in Geography
and set up a sequence for geographic education, was an excellent

The views expressed in this appendix report reflect the work of
this Task Force and are not necessarily those of the Council.
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start toward the development of Content Standards in the field of
Geography.

Outgrowths of Guidelines for Geographic Education are two
documents published by the Geographic Education National
Implementation Project (GENIP). These documents, K-6 Geography
and 7-12 Geography provide themes, key ideas and learning
opportunities, which are grade level specific. There was consensus
that this body of work is the best currently in the field in the
development of performance standards. However, much more work
needs to be done.

The Task Force agreed that the work being done by National
Assessment of Educational Progress (NAEP) is the next. major effort
which will add to the development of content and performance
standards in the field of Geography. NAEP will have initial work in
Geography ready for publication in March or April of 1992. NAEP is
using Guidelines for Geographic Education as one of its resources.
NAEP and its governing board, NAGB, are working closely with the
National Geographic Society as well as the major stake holders in the
field of Geography.

The Task Force agreed that other important work is being or has
been done by NAGB, the National Geographic Society, the
Department of Labor's Secretary's Committee on Acquiring Necessary
Skills (SCANS) Report, Careers in Geography, and the Geographic
Alliance Network with AAG on their grant from the National Science
Foundation. These efforts can be used in the development of
geography standards.

The Task Force agreed that an important contribution is being
made by Geographic Alliance Network, which was started by National
Geographic Society and provides direct assistance for geographic
education on a state-by-state basis. The Geographic Alliance was
formed in response to a growing sense of alarm that our geographic
illiteracy was hampering our competitiveness in international trade.
The task of the Alliance is to revitalize geography with appropriate
groups and re-establish its presence and importance in the
curriculum. The infrastructure of the Geographic Alliance Network
will be useful in disseminating information to members of the
geographic community and to the public.

Are National Standards Desirable, Given the Wide Range of
Shglent Performance?
The Task Force agreed that national standards are indeed desirable.
The process of developing the National Standards will cause us as a
Nation to identify what we believe to be important and permit the
public and other stake holders to comment, scrutinize their efficacy,
and help us as a Nation to identify arid agree on national standards in
geography.

Are Standards that Challenge MI Children Without Penalizing
Those of Lesser Opportunity Feasible?
The Task Force agreed that the standards must be set. without regard
to sociological or demographic ;actors. It is a grotesque disservice to
the country and to the child to assume a child by virtue of his or her
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ethnic or socioeconomic background cannot achieve high standards.
We assume every child can learn and accomplish high standards, with
sufficient time to learn, tools, a; 'd resources. The standards
themselves do not impose any penalties.

Who Should Be Involved in Developing .S.andards? Through
What Process Should They Be Developed? What National, State,
and Local Curriculum Materials Are the Best Available?
The Task Force agreed that the widest possible variety of stake
holders should be involved in the process of developing standards
including teachers, specialists, content rea experts, pre-service
teacher trainers, mass media, parents, business, legislators, textbook
publishers, and possibly students. The question is the order in which
they are to be involved. While there was some feeling that the
"experts" (e.g. professionals in geography) should present the initial
effort to be critiqued by the other groups, there was also sentiment
that all stake holders should be involved in the up-front process from
the beginning. Clearly, however, the professional development of
teachers regarding the new standards and learning strategies to
support those standards is a critical feature that must be included in
the over all plan.

How Long Will it Take to Develop the Materials? What Can Be
Done to Expedite the Process?

The amount of time necessary to develop standards is at least one
year (December 31, 1992). This time line was given under the
assumption that appropriate funding and personnel could be assigned
to the task. We feel that this is a very optimistic time line.

Once the standards are released to the public and publishers, it
probably takes 5 years to get a textbook series on the market. When
the standards are in place there must be a concerted effort to get the
information to the educational community and public. Appropriate
learning strategies need to be identified and disseminated quickly.

The task force did not identify the "best" materials; instead, the task
force acknowledged that the development of new materials which
reflect the standards are another critical feature of the plan.

Standard-Setting Exercise

After an exercise in which the Task Force actually wrote some sam*
standards for the different grade levels, there was a general consensus
that the use of the definitions of content, performance/ achievement.
standards was not completely clear. There needs to be more work and
refinement on the definitions so that they are easily understandable.
In fact, the use of "standards" following content, achievement, and
performance (e.g. standards, standards, and standards) actually serve
to confuse people who are reasonably expected to know somet hing
about their field. Many argued that the use of goals, objectives, and
performance standards was clearer.
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Further, it was difficult to set 8th grade standards, other than
indicatin9 that students should be expected to know more than
they did in the 4th grade and less than the 12th grade.
Other Areas of Consensus
Debate occurred on whether geography was a separate or integrated
discipline. There was consensus that the standards for the study of
geography must be separated from the other disciplines. The result of
imbedding it in other subjects is that only the understandings
necessary for the other discipline are taught. It was believed that this
has resulted in a lack of geographical understanding which has
hampered the ability of our Nation to compete on the international
market.

In some areas, the representative from the Business Round Table

emphasized different points.
The priority of business is not whether geography is taught as a
separate entity, but that students understand practical concepts of
geography that are useful knowledge to business.
Business should be involved in the process of developing the
curriculum from the beginning. Business prefers not to have a
blueprint given to it to proofread after it has been developed.
Business has been on the "steering committees' in the past; now it
wants to be on the "working committees" with the content people
and the teachers. Business wants the opportunity to react to (not
set) standards at the time the standards are being considered.
The business community realizes the problem of developing
standards, but it would like to see the process time cut in the effort
to get an initial product out quickly for public scrutiny.

The Task Force agreed that there is much that we can learn from the
business community, and every effort must be made to incorporate
them into the process.
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